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desen51tlzatlon or hypnosis have any effect in alleviating the test
anxiety of community college students, 30 Massasoit Community College
student volunteers were matched for GPA and assigned to-one of three
(1) a systematlc desensitization group, in which
subjects listened to tape recorded training sessions in relaxation,
and vere asked to imagine the anxiety provoking scenes described on
“tape; (2) a hypnosis group, in which subjects listened to hypnotic

treatmént groups:
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In order to‘determlne uhether or not systenatlc

inductions, and were asked to imagine the same anxiety provoking

scenes; or (3) a control gréoup. At the outset, each subject had a -

two-semester GPA of 3.0 or below and each had scored in the upper
quartile on the Mandler-sarason Test Anxiety Scale, Pre- and
post-treatment examinations of GPA, scoves on the Mandler-Sarasomn
Scale, and two other self-report measures of anxiety, showed no

. significant effects of the treatment. It is concluded that these
" behavioral change techniques, found successfvl with other

populations,

must be critically examined for their suitability for

two-year college students. Also included are a review of the

_‘evolution of community colleges in the United States, a discussion of

the unique charactexristics of community college students, and a

.survey of recent approaches to behavior change. Results are tabulated
and the testing instrument is appended. (NHM)
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ABSTRACT : ' .o
THE RELP;TIVE EFFECTIVENESS OF SYSTEMATIC DESENSITIZATION ’
AND HYPNOSIS IN ALLEVIATING TEST ANXIETY IN
, oCOMl*dUNI'I.‘Y QOLLEGE STUDENTS
The roots of American higher education are found in
the Colonial college-which provided.an aristocratic concep;
tion of college education. Historical aevélopments i@ the
United States changed the purposes of higher’education from
-+ aristocratic to mefitqcratic and, most ;écenﬁly; to egali-
tarian.. |
) A"Bgsed.cn recognition that there are human talents
.other £han the iﬁtellect. universal higher educgtion now
appears the direction for Americap qolleges. The two-year
‘ commﬁnitx college 'is the institution that has increasingly
borne the brunt of the influk.of an entirely ﬂew type of
"student. Thesge students lack many of the traditional
values, attitudes aﬁé'ski%ls~expeﬁted from college studénts;

New techniques appear necessary to help these students

develop their potentials and adapt to the'éollege environ-
ment.
Within the behavioral sciences techniqqes of behavior,

change and modification has emerged. This rébort described

a study which examined the usefulness of applying two such
techniques - systematic desensitization and hypnosis = to

two~year college students. Thirty unpaid students ucoring
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ficant effects of the trea;menis.

¥

2

in the upper quartile on a test anxiety measure were

" assigned either tc a control group, a hypnosis group, or a

systematic desensitization group.‘ Four dependent measuresf
were empioYeg: grade pqint.éverage, gubjective rating of

test anxiety, and two other self report measures of anxiety.

‘Both pre and post-test analyses cf vayiance showed no signi-

°
N,

The results of this éxperfﬁent were discussed from

|

several viewpoints, 'with emphasis placeg%ggfthe‘fact that

two-year college students represent a differént population

compared. to their four-year college peers. Itiﬁas con-

cluded that behavioral chanée %echniques, found successful

wiyh other populations, must be critically examined for.

their suitability with two-year college-populations. Thé
: . i .

implications of behavioral techniques for administraﬁors.

" and ¢ taff in student personnel services were discussed. In

addition, the report suggest'd directions for future re-

search.
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CIAPTER I

THE COMMUNITY COLLEGE IN THE HISTORICAL
CONTEXT OF AMERICAN HIGHER EDUCA‘I‘ION

B

Higher education in the Qnited‘States is no accident. -
) i Q-. .
The founding fathers after erecting permanent shelters to

li§e in, after building churches and a structure of“gove;n-

ment..."longed for, and lpoked aftef,...LEARN;NG. And then,

it would seem, almost. as a matter of course, there was
Harvard"‘(Rudolph}\l962; p..l). Aithough the recent cburse'
Of higHer qugaﬁion,development in the new wdfid‘may seem
soﬁewhat random and accidental, the early Pilgrim fathers
nad several specific purposes in mind<tha£ led to the nine

" American colleges that existedlet the beginning of the rev-
olution, - * \ ‘ ) .

& <
= V4

Their purposes were very British. Most of éﬁe found-
ers of Harvard weie Cambridge men, some wefe from Oxford,
and they.wanted, as so many Englishmen have before and;sincai
a little bit of England in the‘Colonies’ *The state needed
rulers. The church needed clexgy.. The society Of the
colonies needed cultured men to pro;rlde tone ;nd taste that
would recreate those parts of English aocxety.with which - o
they did not dissent. ) : " i Q

‘These early colleges were not pobdlar institdtionp.
They were, aristocratic and elitigt from the outset. Their

o

11
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curriculum hardly implied that the:cglleges expected'any of . -
; ‘ . their graduates to put their hands to plow. During the -
' first year Latin, Greek, logic, Hebrev, and rhetoric Wers ‘
taught; during the second year logic, Greek, andeﬂebrew~
were continued, natural philosophy was begun; in the third
year metaphysics and moral philosophy were ,added’ to natural
philosophy, the folirth year provided reView in _Latin, Greek,
logic, natural philosophy, and a little mathematics. Cer-
tainly, none could accuse éalleges like this of attemptingz
- any practical response to the needs of a frontier nation.
The colleges had no such intention and this course would
remain shaken, but generally unchanged until the Civil War.
e " .After the American Revolution ¢ollede founding in-
R - creased at such a rate that by the time of the Civil War
t ‘there were 250 colleges in the United States.» The develop;'

ments which led to the founding of 80 many colleges did not

leave untouched the classical curriculum described above.

SCience; more math, politics,wand'economicsegradually in-"

truded into the schools.. But these were‘intrusions. | »
‘Colleges “were notﬁfbunded on the hasis of burning curricular

"or other edpcational issues. ,

College founding in,the antebellum.period was in
large part a product of denomihational,;ivalry. Just as
' Yale's founding is often attributed to religious conserva- *
tives' horror at the liberal theology of Harvard, each de-~
nomination faced with the others heresies founded a college. ]

The gorce of denominational rivalry qu supported frequently

Q , . 12 ' -
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by sectionalism; every state, every si2able city wanted "its

own college." The increased size of population, the in=~

- creased wealth, and the optimistic frontier spirit all re-

inforced each other in a frenzy of college building. The e
feeling of, the times might be seen in this quote from
Rudolph (1962, p. 49) ...it was being pointed out .that

~ B
England was mana ng nicely ‘with four univer31ties for a

% e

lowed the revolution, change was in _the air., The country =

L

was young, new, and grow1ng, and the spirit of the times ' .

‘would nibble at the cla881cal éurriculum. As has been N .

pointed out, new subjects entered the curriculum, first as
o5 3 . .

‘E\curiosities, then as electives, then slowly as replacements

“for parts of‘the classical courses. ‘gome thinkers in high-

4
er education were bold: enough to suggest sweeging reforms i
,‘;.\ S e

of the whole course of study.
P -

Philip Lindsley of the UnLYersity of Nashville was <
one such reformer. Chafing: im the conservatism of Prince- ‘\
ton, where he was Professor Of ancient languages, he accept- .
ed the frontier challenge of Tenneséee in 1824. ‘He envig- ‘
ioned,a‘college free from'petty sectarian disputes where‘
every subject and every idea«nught'be studied. Heflooked‘to’

‘ the German university, in part, for hiscmodel for' an instl-

tution which would not just paas on what, wastknown, but




>,

$must be educated"‘(Rudolph, 1962; p. 117). He aimed for a-

4 -

' which would advance and enlarge knowledge itself. He N

looked toward a practical institution where not just the

'aristocratic leaders but also "The faxmer, the’mechanic,

the manufacturer, the mexchant, the sailor, the soldier. ..

.~

truly‘practical, useful; edgcatiohéresponsive to the needs

-0of society.

- LindsTey failed. (Rudolph, 1962), so did Ticknor of

.‘harvard, Marsh at the University of Vermonts and Ahbott of

L3N

Amherst. They failed to achievexwidespread change, yet left
their marks on the weakening classical curriculum.

That the challenges to the classical curriculum'were
taken seriously is epitomized in the Yale Report of 1828.
This report put, the weight of what was America s most pres-

tigious college firmly behind the status quo. Nothing was

", new in this report. It supported the traditional curricu—

P

lum, absolute values, the prescription of the curriculunlby

those who knew what ought to be known. It stood in the face

of the massive change that would‘soon.roll over it, yet it

) held back that change for a time. The reporthargued, for

o

instance, that "French and -German 'are studied, ahd.will

continue to be studied, as an accomplishment rather than a

X

necessary acquisition'" (Rudolph, 1962; p. 133), and that

. the classical curriculum would teach the uneducated‘wealthy

the necessary refinement to know what to do with their °

\ money, give it to Yale, of course.

» i .

14

-



Many things would counter the Yale report, somé of
P them have already been mentioned. But there were other im-

xportant forces too. Thomas Jefferson wanted a practical

couree of study for all men. He trled to get it instituted
at Wllllam and ‘Mary, and when he falled there he devoted
his attentlon to the University ofAV1:gln1a. .Jacksonian
democracy aesailed'the colleges for their elitiam. During
Jackson's term of office the federal government'shoyed'the
-power of its support for higher'education by withdrawing
much of it., The Dartmouth College case of 181§,'which pre=.
served the right of priyate collegeo to govern their own
afrairS'end property, without state fntervention, put - the
colleées Peyond goVernment control. X '

But the pressure for new and different suhjects, he

\.pressnre for a college and university system responsive to

3 %

the needs of the people and the socm\ty continueq, Several &

historical landmarks and soczetol trends illustrate what was .

a " happening in post-Civil War‘Anerica. It is importent to - ‘ ”:E
i «  bear in mind that for;the mo;t’pert change occurred outside |
the malnstream of the college system. . According to Rudolph

(1962, P. 241), Ralph Waldo Emerson could write in 1867,

"The«treatlses that are written on UniVereltytreform may be

acute or not but their chief value to the observer is the
shbwlng that a cleavage>is occﬁrrihg in the hitherto granite

- " of the past and a new era is nearly.arrived."

! The Civil War ended any doubts about the failure of

_the,American experiment in democracy. It destroyed the ////

- . . a
<. 2
* . *
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Southern aristocracy and highlighted th? s"nificance of the
industrial North and the growing impor, nce of the Mid-West.
The shapé of nmerica 8 future could é seen in the factories

{
Ay

which had gerved the cause off t Uyégn; the railroads which,

were crisscrOSSing the countty centering in the stockyards

=

of Chicago; the iron furnaces of/Pittsburgh; or in the oil
refineries of Cléveland. 1In the ferment of change follow-
ing the.War innovative people/{n higher education sei2ed the
initiative to respond to\the/Yale Report of 1828 ".,.the way
that John D. Rockerfeller seized it in oil, Andrew Carnegie
in steel, Washington Duke in togacco" (Rudolph, 1962;
p.-245). Often enough the innovative educators used the
money of the great men of wealth to accomplish their pur- .
poses. : i ‘ . . e .

" Perhaps. the major’force for change was the continued

o

rise of science and its practical usefulness in the life of

EN

the country. In 1861 the Massachusetts Institute of Tech-, )
e T nology’ was chartered by the General Court of Massachusetts._
By 1897 it enrolled 1200 students. studying science without
being forced to first acquire a knowledge. of Greek and
Hebrew. .In contrast, when it was disoovered‘that a profes- :

sor at Amherst was forcing his)sﬁudents to dissect clans the

course was turned over to

-

. ’ / . X
such nonsense as an empirical gcience of biology.

other who was not interested in-

The sciéntific course of study implemented at the
* .// . s
United States” Military Academy at West Point had already

pxo egxits usefulness in the War. But at Yale or Harvard

-, . - ¥




7
:students interested in the impcrtant developments in”engi-
neering or chemistry were required to study at the Sheffield
or Lawrence Scientific. schools and veye awarded a new, in-
. ferior degree - the B.S. Thus, the purity of the B.A. was
“preserved" and the new SClentlflC students were regarded as
inferior and treated with condescension.h

Out of the Morrill Federal Land Grant Act cf 1862
would come the 1nst1tutlon which would change America s view
of the college experience. The Morrill Act was an attempt '
to bring to American agr}culture the practical usefulness of.
‘science and technical training. In Euroée science had con-
tributed to the efficiency of agrlcuiture, Morrill hoped it
could:do the same in’ the United States.‘ His bill; of course,
'\would dlspose of surplus government land, develop a 'scien~
.tiflc agriculture and earn Morrill votes among the farmers. .
The major private colleges sensed the threat and opposed |

e

"the new colleges at every turn. ’éyen within the new iaﬁa{;y
grant schools there would be debates hetween those who op-h
posed the provision of technical education and those who

, wantedﬁonly a practica% course of study. A trustee at the
Universityfof Missouri warhed\“...too much in practical edf
. ucation should not’be expected, as the main purpose is’ to ‘
develop the social and mental nature of the students. “That
is good,"fretorted a member of the state bozard of agrlcul-
ture, "but what are they going,to‘dp about hog cholera?"

" (Rudolph, 1962; p. 256) .

w
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In 1869 Charles William Eliot was appointed ‘the pres-
ident of Harvard College only after the'corpération forced
the board of overseers to reconsider its initialirejeqtion
of’Eliot. He would serve as President for forty years,

destroy any semblance of thé classical curriculum'at Harvard,

Iy

éstablish Harvard as one of, if not the greatest universi-"
ties of the Uniteqﬁstates, and contribute to the reform of
American higher education. Eliot's platform was the elec~

tive principle. A young man of twenty ought to know what he
- / . .

_wants‘to study, seleqf'it himself from a‘b;oad curriculum_
¥ ! . . )
and become a useful and enthusiastic citizen. In large

5 measure Eliot's reforms were.an attempt to provide student

< e

i : \\motivatioﬂ and relieve the tédium of the.classical curricu-. . o

v 4 - 3 L . N
‘lum. He succeeded, Pnd others -followed across the country.

«

xS
',

. \ . 1 - . . c
. - Some' institutions rejected election._ -Others, like
ey . 4 - . .

3 . i "
the Midwestern land.grant colleges,. walcomed it, as did the

" schools with'aéclining enrollments who could within. its sanc- -

[

tion offer an infinitelep;ggg/:gnqe,of sdbjeéts”to,eptice,;—~~:

-

their freshmen. ' Science was welcome in‘this_curticulum, as

was engineering, and almost ahythiné else that a student

- N o
L might want, to become an "enthusiastic citizen and worker."

. . N Lo
~ . The elective principle was the instrument by which
o ! departments of knowledge were.built, by which areas
of scholarly interest were enlarged, and.therefore
it was the instrument that. enabled colleges to be-
come universities, In the end, it was the instru-
L . .ment, secular and ‘democratic that permittad the _
RO ' American University to “enter into-a vital partner- v
ship with the society of which it was a part. It
trangformed the English College ‘ip America by graft- °
ing upon it German. ideals and in ghe process created
the American University (Rudolph, 1962; p.. 305). .

-

S

Q - ’ ' »




Since it is.in the development of the American uni-

, T .versity that the roots of the community-juniqrpcollegeAcan~~~~~~~mﬂ»~
be found we can briefly examine this institution.‘ At
Cornell University the land grant idea achieved respectf
ability under the direction of its first president, Andrew
D. White, with the benefaction cf Ezra Cornell. Cornellv

. was animated by white's.famoué statement: "I would found an
institution where any person can find instruction in any
study.""Cornell envisioned a trade School'while White
wished to train "captains in the army of industry."
(Rudolph, 1962; p. 266) Electlon relgned supreme at

-

' Cornell, all courses of study were equal, and a spirit of

¢

7.

x L

: free mngulry prevailed, : , I ﬁ

N

7 ' . *. At Johns Hopkins, Danlel COlt Gilman prepared to de-

°
o .

velop the first major American Unlver81ty patterned ‘after »
the German model. The faculty and knowledge. came first at

Johns Hopkins. The stated*purpoee of the university - ser- ;

e ST

vices to the communlty - became "the acqulsltlon, conserva- -

w _ tion, reflnement, and distribution of knowledge," (Rudolph,

'1962; p. 272). The-nnlver51ty s purposes were 1ntel1ectual¢
There was little or no concern for the personal development
) of students.‘ They were there to learn from the faculty. If
they“conld not or would not learn,rthey must leave. The
: knowleége acquired byithe faculties’ research would both di- '
rectly and indirectly bene§it the eoeieti; but it:was the
intellect, the knowledge, that was paramount. ,The nniverei-'

ty, as Gilman saw-.it,. pursued the search for truth. The o0ld "
. < ;‘\“

‘i
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10
college knew the truth and disseminated it to the young.
§ . —This spirit caught on at the state universities.

The sp1r1t of the new unlver51ty, its pursult of

xnowledge, was grafted from the Germanic idea of the univer-
'slty. The teachers_professed their knowledge to students
willing and capable to learn. In Germany many of these‘stu-
dents were considerably oldér than the nineteen.and twenty;

year olds who came to the American college or university.

In fact, it was ‘'soon discovered that many of the students
were not prepared, not capable of handling the complexities
of what we might now refer to as upper diwision studies.
. At the University of chicago‘ﬁillian Rainey Harper in
1892 inaugurated a solution. He proposed that the first two‘
years of colleglate education be a comtinuation. of hlgh
school at flrst called the "academlc college" and later the
"junior college,? as opposed to. the "unlver51ty college"
‘later the "senior college."' éhe junior*college would be
Ppreparatory and’remedial. Those stddents who were conipetent
might go on to the unlversity; Those who were not able to
master,the essential academic skills could take their places
. more usefully in SOClety w1th a sound baSlc education, lt
is sufficient to note ‘hére that Harper S persuasive powers . R
: L. led to the acceptance of his educatlonal formulas by a com-_

mlttee of Mld-western elementary school, high school, and .

Mld-western unlver51ty spokesmen, despite the opposltlon of ,

" Harper's own faculty committee.

¢
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By 1921 there were 207 junior colleges (Thornton, .

1960). In 1922, the newly formed American Association of
Junior Colleges defined the Junior college as "an institu-

tion offering two yearsMpf*instruction of strictly college

&

grade."' These colleges were the outcome of the development

. -of the American university and a development of the contin-

uing trend to democratize American education. Almost from

the outset they participated in the attempt*to provide edu-

cation which would be useful and practical as might be ex-

pected of the step-child of the land-grant college (Thornton,-

1960). Despite the fact that the following definition‘of a

junior college appeared in 1930, few writers anticipated its

almost"onparalleled growth aﬁte; World War II, and its emer-

gence as a community college: -

A fully organized junior college aims to meet the
needs of a community in which it is located, in-

cluding préeparation for institutions of higher

learning, liberal arts education for those who are !
not going beyond graduationh from the junior college,
vocational training for particular occupations

usually designated as semi-professional vocations,

and short.courses for adults with special interests

» (Ricciardi c¢ited by Thornton, 1960; P. 53).

In this brief review of the hiatorical contert of
American higher education we can see a gradual change in the
answers to soch questionsqas'Who.should go to college? What
should they learn? Why should‘they learn what they learn? |
The original American colleges were for only the elite soci-
" They would learn the sacred txuths accunulated from
lclassical scholarships and the Christian-religion to produce

clergy and'political leaders. Such an elitist view had to

r
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receive heavy criticism in a revolutionary society dedi- ‘
. cated eo egalitarian ideal. The pressures of the develop- . ?1
ment of science, industry, and an expanding frontier, eroded
the classical college and the classical curriculum. With
the rise of the university, and particularly the 1and~grent
college, a new deflnition of the functlon of higher educa-
tion would emerge. -An educational system devoted to prac-
tical utility and the expansion and-refinement of knowledge
would take its place., Everyone would be Educated who could

org::jii}/with the less competent intellectually terminating_ 3

i - post World War II period would see a Sreadening of even this

.notion to include something unique in the extension' of col-

|
\
|
|
|
|
|
|
. ) e 1
th(’ education with high school or junior college. But the. - .
|
|
. : _
legiate~educationa1 opportunity. .~ ' o - ﬁ
|
|

4
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(o : ' ) CHAPTER II

THE COMMUNITY COLLEGE AND ITS STUDENTS

2

In 1947 President_Truman's Commission on Higher Edu-
cation after noting that about half thekpopulation-had'the
mental ability to complete 14 years of schooling said
(Medsker, -1960; p. 9): | |

. As one means of achieving the expansion of education-
* al opportunity and the diversification of educational
\ o offerings it considers necessary, this commission
recommends that the nymber of community colleges be -
increased and that their activities be multiplied. ' *

Apparently they went forth'and multiplied in'respOnse to

4

‘ this almost'biblical injunction. _Less than ten years later R

another presidential commission could report (Medsker, 1960;

. . ":”M p .,’ 9} _ __M,_‘: -
{ e T - r‘{\\ - N ) N ) '
> ~ The expansion of the "2-year cgllege" has been one
o of the most notable developments in .post-high school o

education in twentieth century America.

This unparalleled growth has been commented on by almost all

recent writers on the two-year college (Blocker, Plummer,~
and Richardson, l965, Clark, 1960; Cross, 1971; -Fields, 1962; .
Gleazer, 1968; Medsker, l960: Monroe, l972, O'Connell, 1968; - -

time in the 1960's Gleazer .(1968) related that at least one

r community college opened its doors ‘each week. ;

Ogilvie and Raines, 1971; Thornton, 1960).. For a period of, ‘ {

|

|
The impetus for ‘this dramatic expansion of education-

i

al opportunity was, as has already been. pointed ‘out, a revolt
13
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against aristocratic philosophies of colleges and -college
admissions. The historical events discussed above and in
the preceding chapter document the rise of meritocratic

.philosophies or higher education. ' These philosophies Sug-

gest that anyone with talent and motivation should be able

to receive a college education. According to Cross (1971)

. this historical perspective reached its peak in‘the 1950's.

In this\chapter the nature of the community college and its '

students is examined. In addition, am alarming situation

developing in the two-year college segment of higher educa-

"tion is also examined.

- Ty

The. Community College: Philésophy,
Purposes, and Curriculums ..

Writers on the community college appear to share a’”
consensus concerning the philosophy. purposes, and curricu-
lar programs of the community college._ The discussion which
follows, then, represents a synthesis of the major ideas de-
veloped by the writers previously cited, 1

Underlying the community college development is the
historical theme which extends back ta the ideas of the ori-
ginal founders of colleges in America - in a democratic so-

ciety ‘an educated citizenry is the sine qua mnon. The found-

o -,

" ers of colleges focused their attention on producing well—

educated political leaders. However, the development of .
public education generally,. in the colenies, revolved around
the notion that a free and constigutional government re-

quired citizens who could at least read and write.

[0
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Initially, even this limited goal must have appeared .
as an impossibility. Certainly nothing in the European ex-
perience foreshadowed that the Americans would extend first

- elementary school and then,highgﬁchool education to almost

all their citizens. It certainly appears consistént that
as the society became more complex, technological. and com;
plicated there would be a tendency to extend this opportu- {
nity beyond high school to highér education. Thus, one un-
derlying.basis of the’community college is the democratic
necessity of an educated citizenry. ' ‘ _

o ‘ . Paralleling this purpose has been. the théne‘of’indif

‘ ‘vidual development. The worth of the individual ic:and has

been .a- constant theme in American ideology. It is thus,

hardly remarkable that offering each indiv;dual an, opportu-‘ .

4 ™. [
S "
l .

nity to grow and develop to the extent of.his ability is

seen not only as a benefit to society but a basic philosoph- -

.ical injunction. ag a corollary it follows that we recog-

e e e

nize that people are différent; that they have differinq s e

abilities and aptitudes; and some provision must be made £foxr

"the range of potential extant in the »opulation.

This aséumption, that every individual has worth and
abilities, leads to a profoundly different orientation to
the education of post high school students. Many upper di-~
vision colleges and universities pride themselves on' the

.» hurturance of only one of the many poseiblefhuman‘abilitiea;

the cognitive or intellectual.f Philosophically the ‘commu= .

nity:college‘rejects a narrow focus on intellectual compe;;

’
~
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f . ) tence as opposed to,. or at the expense of, the numerous
_other aBilities to be developed‘in students. It éeeks to .
develop as many abilities as the~society—needs or the indi-
yidual wants. The needs for the recognition of and the. de-
velopnent of the facets of the personality other than the
: _ o . intellect has been amply documented by Gardner (1961) and -
: Sanford (1969). Following the tradition described 'by- -
Hutchins.(1936), some argue that the development ofitﬁé in-
tellect is all there is‘to college. Philosophically the
- o community college rejects ‘this argument. Empirically.‘

studies, such as the voluminous The American College

Z' . l 'li (Sanford, N., Ed., 1963), clearly indicated»that colleges )

and universities do much more. One can only‘reiterate that

[N

philosophically the community colleges aim to aevelop com~

; - petencies in many spheres of the personality and conclude

o with Gardner (1961, p.«86)‘
T ' An excellent plumber is infinitely more valuable .
) . than an incompetent philosopher. The society which: -
—— - . scorns. excellence in plumbing because plumbing is a
T hurible activity will have neithex good plumbing nox ‘
gaod._philosophy. ~Neither its pipes nor its theories &
will hold water. . . '

P S

, o ° With such a philosophical base it is not difflcult to

extrapolate the admissions and curricular policies of the

v

community éollege. The admissiors" policies of most commu-~
S 'nity éolleges are simple - admit anyone ouer 18 who can '

_profit from the types of instructional programs offered.

ceed in every program in. the community college. But it does

allow the stuqent_the opportunity tO'try those programs of

- « +

\)- | H . , 2 6 « , N - ‘_\.‘

This policy does not guarantee that’ every student will suc- ¥
\
|
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instruction that he thinks will benefit him or herself.

It follows that diversity of curricular offerings

]
must be the rule rather than the exception. Since the com~

munity college accepts the notion .that almost everyone {s

educable beyond high school, that this is useful to society

. and to the individual, most community colleges offer a widej

range of programs. These range from the traditional first

two 'years of any college, usuvally. referred to as the trans-

fer program, through usiness programs or programs in occu-,
pational specialties which are needed in the'communitf( ,

Since the community college'attemﬁts to offer a ﬁii

: : o \
‘versity of curricular programs to meet both student and so-
A cietaluneeds,_it followsfthat appropriate'counseling/ind -

guidarce are of great importance. Students often'dre un- e

S

aware of their strong or weak points, and though their free-

dom of choice is clearly significant, intelligent choices

require appropriate infornation. Thus, the counseling and

-

I B

guidance functions.in community colleges take on.added sig- .

nificance. . o
The counseling responsihility i; mehifold. The stu:
dents must be informed of the program orferings and the na-
ture of the aptitudes and skills necessary to successfully
complete these programs. JIn addition, they must have some
realistic information about their own skills and competen-

.cies and opportunities to make up for or learn new skills

<

where appropriate to their neéeds and choices.

.27 °
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1

The nature of’ the communlty college ‘and its. student

also requlres faculty who, as opposed to upper d1V1sion fac-

»e

ulty, are priparily concerned with teaching. Thus, commu- .
nity colleges need good teachlng and justlflablygemphasizes

this’ over other faculty respon81b111tles. With'excellenp
N - . @

;nstructlonvthe d;verse body of students who make up the

3

community college:may be ablé to°learn and develéﬁ? whéreas
they inigiqlly might fail dlﬁmglly Kn the more competitiVe .

L~
2

the nature of the=commﬁnity college etudent.

e

e

The Communlty College Student/élrca 1960

i

. Figure 1. Overlap in ACE Scores of Freshmen Entering &
Two-year and Four-year Colleges. Four-year Colleges )
-Two-year Collégeg===mem==

PER - CENT _— o ) o

78
107.4

25

'Y

W3
-
3
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TWO-YEAR COLLEGE
FOUR-YEAR COLLEGE

ACE SCORES:
LI K R R Rk 5 133 TR 165‘“17?‘

SOURCE; A study completed by the Canter for the Study of
Higher Education of students entering 200 colleges and uni~

~ versities in 1952,
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The characteristig.of~§ommuni€§;&6i1ege studgpts
most often discussed in-the 1§te;$;u:e was academic aét?-.
tude. Writers qftén initiaify pointed out the'da;a present=-
ed by Medsker (1960), reproduced‘in figure 1, showing. that
//’I,/»"$>§;;~year\college students pave générally lower aptitude thén
.'fqur;yégi college students, It is then hastily added that
the overlap.bet&een the distributions is great, and' the con-
qlusion that two-year college §tudénts have sigpiticantly’
.less academic apéitude is eséentiallf unwarranted, . In qddi-
tion, it was often noted that,ﬁﬁeée ar; aptitudes othér than
intelligencé present in the t&o;yéar college sample that ‘
contribute to success in various activities. Writing in®
this vein Thornton (1960, p.. 148) said: . '

The unwary reader may form the impression that all:
members of the formexr group are more apt for college .
sion is almost always unsupported by the data.
Agaiﬁ,'it is easy to assume that these. limited tests

of "college aptitude" are tests;of "intelligence."

Yet psychologists are becoming increasingly aware

that intelligence is not-a unitayy trait; rather, in

any individual, "intelligence" is the result of a

unique combination of aptitudes, Not all these com-*

binations are predominantly either numerical wor
verbal; there are other sjignificant and identifiable
aptitudes which contribute to success in many acti-
vities, even though théir contribution to tradition-

al university learning may be comparatively slight. .

. The universities and liberal arts colleges are com-

.. . paratively uninterested in these other kinds of in- *
telligence; their sphere of learning is the abstract
and theoretical,. expressed in verbal and numerical

, symbols. The community-junior college shares this °
‘ ~ interest, so-important to the "transfer" part of its" _
curriculum, but it is interested also in ‘other more
practical aptitudes which may exist somewhat inde~
pendently of verbal and nueerical aptitudes. College
. aptitude tests do not measure all ‘the ‘human: aptitudes
‘ important to the work of, the community-junior college.

>

.
: v *
°

A ‘ 20

than any members of-the second group. This conclu=— ..
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Thornton (1960, p. 148) suggested that the following con-
o clusions, taken from a classic study done at the time by
Seashore, are warranted: .

How do junior college freshmen compare with  senior
college freshmen? It is not surprising to find that '
junior college freshmen generally are not as able in
the areas measured by CQT as the four-year or senior . .
college freshmen. The following statements seem rea- °
sonable:

~

'The median score for junior college freshmen
is near the 25th percentile for senior college
freshmen,

About 24 per cent/of Junlor college men and

> , 20 per cent of Junlof college women are above the
’ respective medians ‘for freshmen in four-year col-
- leges.
There is a considerable overlap of scores.
These distributions tell us that there areé maiy
f ‘ juhior college students whose scores would be con-
s..dered superior in senior colleges, and many low-
scoring senior college freshmen would also rate
low in junior Colleges.

The difference in favor of the four-year stu~

dent is slightly greater for women than for men.

Several other characteristics of community college

students are worth mentioning. Manf of the community col-
lege students were older than those at four-year colleges.

They frequently enrolled lp the qommunity college with the

intention of transferring to a four-year college to seek

vbachelor's degree. ‘Despite this fact only a small
33 per cent, (Medsker, 1960; p. 91) of enteri
I s

_ actually transfer. ° In addition, only 1

t

" there is the American
er education is the right of every S

o3 . .
o e Picd
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’ youth who will try hard enough. There is the se- .
lective function of the junior college which en~-
o . courages the student to test himself in coliege
. : work with comparatively low financial outlav.

' There is the paucity of vocational offerings in
some junior colleges, so.that the student has
little choice other than & transfer program, Be-
yond these reasons lies- the failure of community
junior college workers to-explain, early and
often, to high-school students. and to their par-

C e ents, the purpose an hature of occupational ed-
, ucation in the junier college. Lacking such in- '
» formation, studept¥s gravitate unwittingly toward
the traditiona

: and prestige-bearing transfer pro- .
: gram. Until £ffective counseling procedures a;e/’
i - developed {G enable stiudents to choose a college
t

) . objective’more intelligently than they do, a large

; . part of the efforts of the community junior col-

; " leges” will be dissipated on students with unreal-

o : igtic objectivgs& ‘ -

It is worth noting the overwhelming push toward
transfer programs despite the community college's philo-
sophiéal éommitment to diverse forms of excellence and the
development of aptitudes other than the intellectua;.’ Ac-

,-//cﬁiding to Monrod (1972) there was typically a three-to-one

ratio in favor of transfer programs. Both faculty and stu-
! 1 dents apbéared to hold aﬁtitu@es'favorfng the transfer cur:j\:\\
g - . riculum over any other. ST /
| Large percentages of community COllegé students work
A part-time br full-time to eqrn,sﬁppprt for the college ex-
pefience. It is interesting in this context that most of
the writers_on community cglleges cited early in thiS'chap-
. ter noted that whiie some of the gtudents in community col-
leges come fromilower sécioecondmié groups, often up to 60

per cent of the students in éommuniky colleges came from

were perhaps the first wfiters to attempt to make some sense

.
‘n

ﬁiddle or upper class background, Jepcké_and Riesman (1969) .
i
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out of such statistics. They suggested that the community

college had become a haven for the less, qualified members

of the white middlg and upper classesa rather than actualiy

bengfitin,g the socioeconomic groups for- wﬁich the cpmunity
co%lege philésophically Qas de;fbned. Monfpe (i972, p. 184)
supported this cqnélusién. h, |
Dgopodt and withdrawal were pe;cgived by writer:‘

concerned with t@s community college as a serious problém.
According to figufes in the Juﬁiér Colleége Diregto:y of
1957, 1958, and 1959 over 50 per cent of the students who
entered diopped out (Thornton, 19§0; p. 1561157). The rea-
sons were: | "

- - Age ééemé-to,bg é significant factor in this

analysis. While 14 per cent of the school popula~-

tion were over 25 years of 'age, 27 pé¢s.cent of the
dropouts were above that age. . .

Approximately 75 per cent of the total number

of dropouts were made up of first-and second-semes-
ter students., . .

. F!

For every:100 ‘full-time students who enter.
Orange Coast College for  the .first time in Sep-
tember, the best estimate will be that 39 will drop
out ‘before the school year ends) 15 will not return
for the/third semester, 11 will drop out during the
.second’year, and .35 will graduate.

" One-third of the dropouts seem:to be due to
- Some extent to a failure of the collége, while the
. balance seems to be justifiable. A more careful
- analysis should be nade in an effort to learn. the
real reason for .each withdrawal. This would neces-
sitate tracing and obtaining -an exit interview with
those individuals who fail-to complete a .formal °
withdrawal. The largest group of withdrawals here
classified as "unjustified" includes those who are
dropped because they no longer attend classes. The
college may not have failed with all of these. _
Follow-ups might determine that these dropouts oc-
cur for "justifiable" reasons - financial need,
permanent jobs, or the like. . -

%
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Even in 1241 some writers were suggesting that some type of s
clinical counseling would be necessary:tb-lower such drop-
out rates (Amori, 194I). ‘ -

As of tﬁ//early 1960'3 then, we can conclude that the
two-year college student was in general less qualified aca=.
demically’ than his four-year college equivalent. He was
sllghtly older yet still overwhelmingly interested,in the
f ) ' transfer program, despite the:g;ct that the.community/cole

lege sought to develpp'other than academic skills, Despite
b «  interest in such programs, only a minority would actually |
N - transfer to the f/ur-year school.. In additlon, many two- -
) o ‘ .year ollege stude ts would never graduate at all. Interé
- est4/zly, there was some evidence available that the commu-
. ity college was not performing the fun;tion of educating

i « - . M"’”M ,w-*"""‘
ﬂﬂ,wlewﬂfm~the*whole “Spectrum of socloeconomic groups but was,* in fact,
: becoming a haven for less qualified middle and upper m}ddle

;. " class children.

% .
~

The Contemporary Reassessment‘
- . What's Behlnd the Open Door?

L In 1971 Cross could note with some justifiable prlde
~ that a new era had finally dawned in Amerlcan higher educa~

tion. It was, now possible to conclude for the first time.

-

that the promise of almost univer 1 higher educati®n was
being achieved, Blacks and other ethnic and racial minor-
1t1es were entering higher e ucation in increasing numbers,

but another group, labelled by Cross as the "New Students,
) Were the predominant newconers to higher education._'l;

'
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The neéw student, who ig cur;;ntly ehtening institu-
ti;ns of higher education; particularly community collegés,
in tremendous numbers is' a product, according té Cross °
(1971), of the egaiiparian philosopliy which suééests thgt'in
answer. to the questibn "Who should ‘go to college?" we musé

respond "Just about everyone." Cross (1971) cited data

which she suggests represents a low estimate of the per cent

‘of high échool.gtudents planning to go on to higher educa-

tion.'uThe/figure is 61 per cent, 1In sfateslwhere access to

‘higher eddcation is very open, the number of students going

AY

" beyond high school was ' proportionately greater, 80 per . cent

- in california, for example. Astonishing as it may be, Cross

(1971):argu?d that we are rapidly appxoaching the era of

v e,

*-‘“-—-ﬁ-—s_,ﬁ____
et oy

The major distinghishing characteristic of these "New

R T~

/
/

S;udentsﬂ‘was their undistinguished academic ability. ‘Cross

(1971, p. 15) offered this concise description: ’ \

Most of the New Studénts degeribed ih‘this'book are
. Laucasians whose fathers work at blue-&ollar jobs.
A substantial number, however, ‘are members of ‘-

minority ethnic groups. Most of:the parents have &

never attended college, and the expectation. of col-
lege is new to the family, The New Students them-
selves have not been especially successful at their™
high school studies. Whereas traditional college N
students (upper third) have made A's and - B's in ST
high school, New Students have made mostly C's. "
Traditional students are attracted primarily to

» four-year colleges and universities, whereas lew
Students plan to enter public community colleges
or vocational schools, ’ -

Fundamentally, these New Studeﬁts to higher educa- n
tion are swept into college by the rising educations '
al aspirations of the citizenry. For the majority,

the motivation for college does net arise from anti-

. h ‘ .. 34 ‘ o f/
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cipation of interest 1n learnlng the thlngs they
will be learning in college but from the recogni-
. tion that education.is the way to a better job and
a better life than that of their parents.
Operationally, the new students.were those who scored in the
lowest- third of traditional tests of academic ability (Cross,
1971; p. 13).
. .
As a result of this new type of student, colleges,
o -particularly. fhe‘community colleges) are faced with'a dil-

emma of growing magnitude., They admit students who dver-

whelmingly opcufor‘the transfer curriculum, for which:they
do noc usually have the.re&uisite'skillsg' As moted from the
previous discussion, this is clearly not a new*pmoblem but
the level of student aptltude is decllnlng and: magnlfylng
the problem con81derably. Provision for-thls 18~frequently .

. madewby;proyiding“Students;a;th courses of sfudy suited to

' still seek the tradltlonal liberal arts educatlon which they

. ’’
have come to associate with "really" 901nq to college.

e

>

As a result of this situation, some writers were ex-
tremely critical‘of the communit& college. The general ten-
or of much of this criticism is that the community college
is in reality a-.second rate institution, educating the aca-
demically *inferior, in a watered-down version of the’fou£;

year college (Monroe, 1972). For example, Monroe (1972, .

[y

|
\
|
|
|
\
|
]
|
’ ” - their abllltles. But an overwhelming majority of students’ .
|
|
|
|
\

p. 18) cited Jennlngs, one critic of communlty colleges,*who

said:

The communlty-Junlor college is a klnd of alche- ‘ - "
~ mist's universal social solvent. It can wash away o

35 | _ .
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the base metal and expose the golden gleam in every

man. It can remove the blotches and blots and hin- .
drances that distort or prevent learning, making it . -
possible for every man to know what he .needs to :

know to be-what :he wants to be. The' ‘community col- -

lege presumes to be the new and necessary social

invention that will articulate into the social

structure and convert our disorderly and often

hurtful society into a pexvasive responsive learn-

ing environment. ’

P

Lynes (1966, p. 59), another critlc, was - perhaps more: blqnt°i

- . ‘ In ‘general it (the community college) has -been look-
‘ ~ed down upon by holders of B.A. degrees as a refuge

- of ‘the stupid, and it has been avoided as a place
to teach by most serious scholars as having no aca-. -
demic status and offering no intellectual companion-
ship. For the socially ambitious it is a limbo '
better not discussed. -

w

'Jehcks‘and Riesman (1969), described the comﬁugfty college

v
s

as a pale copy of the four-year college. They suggested it
is a second rate institution, not an alternative model for

higher education. They suggested‘further that it is neither

innovatr?e nor novel, ouf”rether*a%eafety“valVe for the
»better‘schools‘allowihg the ”universities.to go their own-
- . “Qey without facing the full consecuences of ercluding'tﬁe —
dullwitted or uninterestcd majority" (Jencks & Riesman, 1969;
. pi 492). | \ ‘ ‘
The challenge faced by profeesionals in the community

college is to do scmething about this sltuation (Cross 1971)

~ v

if the community college is not merely to become a dumplng
grouhd of the unfit or a safe%y valve. We must help these .
students who wish the transfer option to acquire the academ-
ic skills and competencies’ whicb they lack. Cross, (1971)

documented.rhat while attémptb at remediation have not been )

remarkably succegsful with these ntudonts, new methods for -

36 o ‘
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teaching skills and dealing with the general issue of be-
havior change have been developed. The next chapter ex-
plores some of these methods and determines if the technoi-

’ ogy to go beyond the open door is present.

3
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CHAPTER III.

Y r

A SURVEY OF SOME RECENT APPROACHES
. TO BEHAVIOR CHANGE

In this chapter an attempt is made te eummarize some
itecent efforts to change people's behavior. Suen attempts
have usually been summarized under the rubrics of therapy or
counseling, mdst.qften the latter\in academic settings.
Attenpts at behavior chlange, nntil quite recently, owed a

gignificant debt to the work of Sigmund Freud and his adher-

-

~ ents. . Beginning with his use of hypnotherapyo which proved

. ineffective for Freud. and extending QVer a"veryMproductive»q»mem;umw
career utilizing his own technique of psychoanglys;s, he .
contributed greatly to our understanding of human behavior o

and behevior change;‘ Despite the widely acknowledged con- . _(
- tributions, howedef, psychoanalysie and the various foims\of
dynamic psychotherepy which are its offshoots néve been }
heavily and frequently criticized.

The most often cited attack-on dynamic psychotherapy |
was, the study published by Eysenck (1952) and extended and -
refined on several occasions (Eysenck, 1961;: .1965; 19663,

1967):\ In this now famous investigation, Eysenck concluded e
that psychotherapy for neurotics, the maﬁor sample of inter-

‘est, was no more effective than no treatment at all. Theé

facts of the mattex were aptly described by one investigator
28
> . .
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20 .
(Astin, 1961, p. 65) as follows:

y
Fi

‘ Once upon a time there was a.method for treating
mental problems called psychotherapy. Those who
were around when it first camg into vogue may re-
member that its principal purpose was to provide
a service to troubled people .who had asked for

, help. This function was, in fact, psychotherapy's

" raison d'etre. After people began to use this

method, however, evidence of dits efficacy was. un-
: impressive and skepticism was advanced regarding -
o . whether it was:really fulfilling its purpose. As
- ‘had usually been *the case with other treatment )
methods of similarly ‘dubious values, psychotherapy
should have diéd out. But it did not. It did not _

even waver. Psychothzrapy had, -it appeared, = .

achieved functional autonomy.

*

¢

- The conclusion that these initial approaches to be-

havior change 4id not work is still debated (for a compre-

hensive summary of the issués see Bergin and Garfielq.‘;97l).
It is‘now, however, acknowledged that dynamic therapy.is not

! . a practical or useful appibﬁch to psychotherapy and behavior
| . -~ ! ) 4

b e e s e

—change.-—As_a_consequence_of this conclusion, considerable

I

|
\
attention has been“focused-on a search for new ﬁethada to w
change behavior. - In the, process the focus of therapy has
shifted from techniéues which'are.expgnsiVe, time consuming, "
:and dependént on a high.leQeL of vefp;l and intellectual®

« -—

skill on‘the.pétient's part, to techniques which are‘inex-

LY

- (Bergin and Garfield, 1971),

We are thus faced with an intexesting convergence of

*
%

pensiQe, fast, and applicable to a wider range of people
|

need and method. We have seen that American Higher educa- -

3 -

tion has moved in the direction of "almost universal higher
education. A direction undreamed of by philosophers and ad-

ministrators of higher education jusﬁ 50 yeafa ago haé

*
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placed,in our colleges, particularly our community colleges,
studentsmznﬁserious need of practical. methods of behavior
change: At the same time a technology of behavior change

is being developed, assessed, and employed in a wide range

of settings £rom schools and businesses to mental hospitals

(skinner, 1953; 1971; Ullmann and Krasner, l969; Wolpe,
1958; 1969). ‘ o .

. From the‘educator's position it would seem critical
to develqg;_g awareness ‘of the methods which might be of use
“in helping students devel“§ skills which they need and want.

In the pages that follow, a brief description of some of the

majortnew methods of behav;or change are presented.i

Methods of Behuvior .Chan e: Behavior Thera
~Behavioxr Mo cation : '

. _Despite the fact that there are many different tech-

niques which fall within the heading behav10r therapy or be-

havior modification, there are only a fey major principles

‘involved. Almost all of these principles are derived from

”ontemporary learning theory in psychology, particularly

from the study of- cla351cal and operant conditioning. Ull~

o e e ety

mann and Krasner (l969) suggested that though classical con~

ditioning,wopegaht conditioning, learning, generaliéation,

extinction, diacrim}nation, reward,, punishment etc., are all
involved, such phenomena do, not define the various behayior‘
therapies. Rather, they‘sncgested‘as a definition:. "behay-

1or therapy can be summarized as involving many procedures"

that utilize systematic environmental contingencies- to alter

.40,‘ B [
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‘d;rectly‘the subject's response to stimuli" (Ullmann and

-,

Krasner 1969, p. 250). . -

Two points coggerging the definition are worth em-
phasizing, First, the behayior therapist attempcs to ar-
range the environment of the patient in.a systematic way so
as to alter the person's behavior. Second, the behav1or‘
therapiszﬁzs*not slmply concerned dlth reAOV1ng a patlent 8
undesirable behav1or, although this is of course part of
the process. He is just as interested in replacing“the pa-
tient's cpdesirable behavior with more appropriate, more

i

adaptive, more usefuI behavior. Table 1 adapted from Franks

<

(1969, p. 5) summarizes the major characterlstlcs of psycho-

dynamic therapies versus- behavior theraples.

TABLE 1 -

TABULATION OF THE MORE. IMPORTANT DIFFERENCES---
BETWEEN PSYCHODYNAMIC ‘THERAPIES ‘
AND BEHAVIOR THERAPY

Psychodynamic Therapies ) Behavior Therapy

¢

1. Based on inconsistent theo- 1. Based-on consistent prop-

ry never properly- formulat- erly formulated theory
ed in postulate form. . leading to testable de-
. . ductions.

2. Derived from clinical ob- 2, Derived from exper1menta1
servations made without studles specifically de-
necessary control, obser~ . signed’ to test basic
vation, or~exper1ments. - theory and deductions

nmde therefrom.

3\ Congiders symptoms the 3. Considers symptoms un=-
vislble"upshot of uncon- adaptive CR 8. (condi~. .
scicus causes ("complexes") tioned rxesponses). - . ~
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TABLE l1-Continueqd

Psychodynamic Theragies

. Behavior Therapy

4. Regards symptoms as evi-"
dence of'repressfon.

AS. Believes ‘that. symptomatol-

oGy -is determined by defense
‘mechanism.

6. All treatment of neurotic
disorders must be histor-
ically based.

-

7. Cures are achieved by hand-

ling the underlying (uncon~

scious) dynamics, not by
treating the symptom itself,

.8;‘Interpre£ation of symptoms,

dreams, acts, etc., is an
important element of treat- -
ment.
9. Symptomatic treatment leads
. to the elaboration of new
symptons.

*

Q
©

10.Transference relations are

4..Regards symbtoms as evi-
‘dence of faulty learning.

-

5. Believes that symptoma-
tology is determined by
individual differénces- f’
in conditlonability and
autonomic ability as well
as accidental environ- -
mental ‘circumstances. »

6. All treatment.of neurotic
disorders is concerned
with habits existing at
present; historical de-
velopment is largely ir-
relevent.

7. Cures are achieved by
treating the symptom it-
self, i.e,, by extin-
quishing unadaptive CR s
and establishing desir-
able CR s.-

8. Interpretation, even if
not completely¢subjec-
tive ‘and erroneous, is
irrelevent. .

9. Symptomatic treatment
leads to permanent recov-
ery, provided autonomic
as well as skeletal sur-
pPlus CR s are extinquish-

. ed.

10.Personal relations are
" not essential for ciures
of neurotic disorders,
although they may be use-
ful in certain circum-
N Btﬁnces .

)
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Systematic Desensitization
The most widely known and utilized behévior therapy"

technique is systeﬁatib desensitization. fhis guccessful

technique, pioneered by Joseph Wolpe is based on two prin-

»cipies. The first is the ﬁrinéiple of reciprocal inhibi-

‘tion: "If a response inhibitory of anxiety cgn.be made to

<

occur in the presence of anxiety evoking -stimuli, it wiii

" weaken the bond between these stimuli. and anxiety. The

e

secqnd principle is that stimulus generalization will occur

from the leafning involved in the therapeptid situation"

(Agras, 1972, p. 132). . .
The procéss itseif is made up of thes; progedures.

First the subject is taught a technique of reiaxa£ion.

Wolpe (1958; 1969) recommended an abbréviﬁted version of the;

progreséive-relaxation‘mephog suggestea originaliy by

Jacobsen (1938), although. hypnosis or drugs have also been

- . utilized. 1In a series of intervieﬁs'the patient 'is taught

to relax the muscles of his body to attain a state of calm

and relaxaticn. For example, Wolpé‘4;969) suggested begin-

ning with the patient's arms, and to give the reader a feel -

for the procedure a quote from Wolpe (1369, p. 102) is apL ‘

]

propriate. |

I am now going to-show you the essential activity

that is involved in obtaining the relaxation. I

-8hall again ask you to resist my pull at your wrist

so as to tighten your biceps., I want you to notice

very carefully the sensations in. that muscle. Then °

I shall ask you to let go gradually as I diminish

the amount of force exerted against you. Notice,

as your forearm descends, that there is a decreasing _—
sensation in the biceps muscle. Notice a'so that —

» the letting go is an activitf:’ijt’ff/f/jfgﬁtive . o
) § 4 3 " . . . /
. . - |

?
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kind--it is- an uncontracting.of the muscle. 1In due
course, your forearm will come to rest on the chair,
and you may think that you have gone as far as pos-
sible~that relaxation is complete. But although ‘the
biceps will indeed be partly and perhaps largely re~. .
laxed, a certain number of its fibers will stand,

in fact, be contracted.. I shall therefore say to
you, "Go on letting:go. Try to extend the activity
that went on in the biceps while your forearm was
coming down." It is the act of yelaxing these ad-
ditional fibers that will bring about the emotional
effect we want. . ‘

»

All the muscle groués in the body are relaxed in turn using
" .similar instructions.

v

During the initial interviews with the patieqy, but
- not while the. relaxation training is Jbeing ca;ried out, ani-
% iety hieraichies,are.constructed. ““an anxiety hierarchy is
'a list of stimuli on a common theme (in ‘thé case unﬂer dis~
Cpssio; test anxietyb ranked in descending o¥der according
to the amount of anxiety they evokeﬁ (Wolpe 1969, p. 197).
. ;f1¥éﬁ;/for a hierarchy éomelfgpm.a‘Qarief} of differeﬁf :
) sources, from interviews/;;ncérping the batient's history,
from standardized ques£ionhaires,jaﬁd from the patient him-
self. ' -

After the patient has been trained in relaxation and
the hierachy prepared, the items on the hierarghy'and relax-
ation are sYstemati§;11y baired. First deep relaxation is
initiated and then the subject is presented with an item
] ﬁ,«”figﬁ the hierarchy either in realiiifg.ﬁgg_zixgj ar in tﬁe
‘ p;tégnf's imagination. The patient ié‘instrﬁcted to signal,

usually by lifting his finger, if he experienceﬁ aniiety,'
Assuming all goes well, the therapist proceeds up,fhekhier%

archy. The procedure is summarized as follows:
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Systematic desensitiz fion is the breaking down of
neurotic anxiety-resﬁan ge habits in piecemeal fash--
' ion. A physiologicaLbstate inhibitory of anxiety
- is induced in the /5tient, who is then exposed to a
weak anxiety aroﬁéﬁng stimulus. The exposure is
e stimulus loses completely its
e anxiety. Then progressively
timali are 1ntroduced and similarly
olpe 1969, p. 91) .

treated

It»/i

s widely agreed in the therapeutic literature

-

that/systematic desensitization 1s an effective procedure

,for the elimination of test anxiety (Mann, 1972; McMillan

and Osterhouse, 1972; Osterhouse, 1972; Wine, 1971) . The

specific,aspectslof‘this procedure which contribute to its

v
y Y

effectibeness remain to be delineated,

Assertiveness Trainin ng

Some 1ndiv1dua1s become anxious in. situations which

prevent them from doing or saying what is logical and cor- .

rect in the situation. Such individuals are often described

as passive or unassertive. The inhibition of feeling may '

- lead to considerable internal anxiety or unhappiness and, in

addition, such subjective emotion may lead to a-variety'of

psychophysiological disturbances, €.9., ulcers, chronic skin

. reactions, etc. Thus Wolpe (1958; 1969) and others (Agras, -

1972; Lazarus, 1972; Ullmann and Krasner, 1969) recommended

assertiveness training.

-

Assertiveness training frequently‘consists of a com-

- . ~

bination of systematic desensitization to reduce thé anxiety

associated with specific situations, and training in how the

patient should behave in situations which call for asserting

hirself. Frequently the therapist may act out a role of a
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person withewhom the patient hasudifficuity asserting hin-

self. The_tnerapist may then act out‘several different

rolee each involuing increasingly'more assertive behavior

on- the part of the patient. . )
A patient who is shy in asking girls for dates might,

for eéample, be given a script by the therapist (Ullmann and .

Krasner, 1969) who would tnen interact with the tnerapist

over the phone with the therapist deviating more and more -

from the script until thf subject leaxrns to improviee. The
patient might then role-play talkinngith a female therapist K
in person and then might proceed to role-play various dating
tactics;

Positive Reinforcement and Extinction

“ i

Since most behavior therapies revolve around the no-

tion of learning, it is not surprising that httempte'to re-

ward appropriate behavior and'extinguish inappropriate be~- - -
havior have been frequently utilized. In a positive rein-

forcement situation the behavior to be reinforced is first f‘
carefully defined and its frequency of occurrence measured.
Reinforcements-are then 1dentif1ed; eag., food, cigarettesg
social attention, ‘etc. The variety of possible reinforcers
is essentially unlimited, but it is imp?rtant to identify
those reinforcers that are relevent to the,individual in
question'and that can be readily controlled:by the therapist
and/or patient during the course of therapy. Next, condie
tions must be arranged so ;hat the desired:behavior is pro-

duced, or if the behavior is not:in the patient's repertoire,

46



then it must be shaped. Finally, by appropriate reinforce-

* - _ ment schedules, the behavior might be_stréngthenea so that

<

the behavior will be maintained.

$
]

An example from Adras (1972, p, 32-33) illustrates
the use of such a procedure in the case of a hospitalized
patient: ‘ - -

The first problem chosen to work on was his avoid-
ance of social interaction. The target behavior
was therefore defined as self-injtiated conversation
- with nursing staff outside his room.- During three |
90 minute sessions each,day, one or more nurses were l
made available for the patient to approach. They’ |
were instructed not to initiate conversation and
simply to respond appropriately to his attempts at ‘
talking with them. Once the target behavior was ‘de=- |
fined, an’ongoing measure of it was made by having |
the nurses- time by stopwatch the ‘duration of each of 1
his‘conversations,ﬁjth them, so that a daily total. |
for the three sessions could be plotted. During a j
‘ ' baseline period- he was -instructed at the beginning |
of each session”to talk as much as possible with the l
nursing staff, this did not meet with much .success. o

|
The second gtep was to find a reinforcer. Observa- - |
: tion of the patient revealed that he enjoyed leaving i '
° the ward and sitting in the lobby hospital "watching

the world go by," listening to the radio, and watch-

ing television. It was decided to ‘use the opportu-

nity to do these things as reinforcement. He was

told that every 2 minutes that he talked with a nurse

during the three daily sessions would earn him a

token exchangeable for 5 minutes of any of the above-

mentioned activities, which he would otherwise not

be allowed to engage in. The similarity of this pro-

cedure to a job was pointed out to him; an analogy

which he appeared to accept, and which may have been s

important in avoiding a hostile reaction to the de-

privation of these pleasurable activities. The

token was giver to him by the nurse after each 2 -

ninutes of talking, providing immediate reinforce-

ment for the target behavior.

y

The effect of this procedure was dramatic. . To prove
conclusively that contingent application of rein- ‘ . ﬂ
forcement was responsible for the therapeutic effect, .
a control procedure was instituted for the next few -

days. During this period the patient was given 25 ’
tokens (which had.been the highest amount earned) :
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every morning. that is, no response was required
from him in order to obtain reinforcement. After
a brief spurt his conversational ability showed a
* steadily declining trend during this phase, demon-
strating that it had been under' the control of the
reinforcement procedure. Then, in the final phase
the original procedure.was reinstated, giving rise
to a further increase in conversational ability.

The process of extinguishing undesirable responses
proceeds in a similar fashion, but the removal of the rein-
forcer is the object of the;procedure. The assumption is~
‘that once the reinforcer on which a behavior is dependent is
removed, the behavior will also disappear. ‘Such a procedure
would usually be used in association with an attempt to re-
inforce desirable behavior to replace the behavior‘under-

going extinction..

2 . Aversive Procedures

As might be expected@ there are situations in which .

positive reinforcement or extinction procedures cannot be

Jsed., 1In such cases the pairing of an unpleasant stimulus

with the maladaptive behav1or might be employed (Agras,
1972; Rachman and Teasdale, 1969; Ullmann and Krasner,'
1969). In the case of an alcoholic, for example;‘the sight
or smell of alcohol might be paired with an electric shock.
This claSSical conditioning procedure theoretically would )
lead to the once pleasurable .stimulus (alcohol) becoming
associated with the unpleasant stimulus .(shock). Alterna-
tively, alcohol ingestion could be folloWed by some negative
consequence such as vomiting. This result has been obtained
by using drugs which when combined with alcohol cause .vomit-

t ' 48
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% : ing and nausea. Thus, through punishment, the freéuency of
. drinkiné;‘ogkecme other target bepavior, would decline. -
As with ﬁcsitive reinforcefient procedures|careful
definition of the behavior to be elim;nated is necessary,
also careful measurement_of the_behavior frequency,prior to
’ therapy, and assessment of the effects of the manipulation -
of the aversive stlmulus. In addition Cautela (1967),has
demonstrated that aversive procedures applied in the sub-
’ ject's 1mag1natron, a procedure .labelled covert sensitiza~

tlon, is’ also efféctive in eliminating undesxrable behaviors.

Floodlng or Implosxon Therapy

Floodlng or 1mp1051on therapy (Agras, 1972) mlght be
. descrlbed as rapld systematic desensxtlzatlon. Whereas in

systematie_desensitizatidn an attempt is made to gradually

Ty

expose the‘patieqt toithe anxiety provoking stimulus, during.
implosion the patient ie encoureged to cpnrront{;mmediately
~and completely the fearful situation, either ih reality or
in imagination,'with_the aid of the tHerapist. The assump-
_; ‘ tion underlying therapy in th{e area is that direct con-'a
. frontation with the anxiety producing' events acd tbe asso-
ciated emotional reaction is therapeutic. Part of the un-~
- derlying rationale is.thet if the subject keeps experiencing
_the anxiety situation the emotional response may be elimi-
nated through'fatigue.~, “ «

A description of the use of 'implosion therapy taken

— _

from Ullmann and Krasner (1969, p. 305f follows:
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o _ The experimental group began with scenes such as .

‘ imagining they're touching a rat, having a rat .-
nibble at their finger, or feeling one run across ’ ’
their hand. Then the rat might bite them on the
arm. The Ss might next’erperiqnce the rat running
rapidly over their body. The rodent could pierce -
"them viciously in the .neck, swish its tail in their
face, or claw about in their haix. It might even
devour their eyes.’ . D

i ¢
The Ss might be told to open their mouths. Suddenly,-
the rodent jumped in, and they swallowed it. The-
animal then destroyed various organs of their bodies.
Perhaps Ss might be locked in.a room full of rats,
or a man-sized disease~ridden, sl}imy, gray sewer rat
might attack them. The possibilities are innumer-
able. The therapist knew what; scenes generated .the
most anxiety, and he elaborated upon them. -

<

Token Economies ‘

The token economy can:be viewed as an extension of “
the general principles of behavior modification to érpup
~ situations, (Ullmann and Krasner, 1969). It involves the

specification of the bghaviofé which are desirable in the

3

" given group situation, for example, attentiveness to a
‘teacher in a ciassrdom situafion; Seaondly, some medium of -
exchange is obtained thét.standé for olasses of reinfofégrs; [ .
i plastic tokens, metal coiné, poker chips, etc. Finally,
there must be some way;forothe sgbjectq to utilize the 1
tokens to obtain the reinforcers.
Typically a classroom might be organized so thap stu-
dents are rewarded w;th tokens for attention to'the teachéf,' )
.intervals of productive activity, e.g., writing inihote-_
¢ o books, completing a homew&rk task. These tokens received

may then be turned in at the end‘of-a péhool day, or at a

recess period, to obtain desirable‘reinforcérs..

U“ - ‘ 5{)
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The classic'study in this area was by Ayllon and
Azrin (1965) who utilized a token economy in a psychiatric

hospital. In their series of investigations patignts'were

reinforced with tokens for performing such. behaviors as

serving meals, cleaning floors, sorting laundry, washing

dishes, and éerf-grooming. Reinfgrcers included such things
af paying rén£ for a room; seleéting e;tzng companioné; re-
céiving passes to leave ‘the hospital grounds; opportunities.

to speak to ward physicians, psychologists, and other per-

_.sonhel; T.V.; candy; and cigarettes., Remarkable -improve-

/ . .o .
ments in the behavior of the chronic patients were demon-

£

strated, S o

-

BéhaViorATperapy-gnd Hypnosis
One of the comments frequentiy made by observers of
the various techniques of behavior therapy is that such
techniques bear some resemblance to hypnosis (Frank, 1961;
Spanos, Barber and DeMoor, 1973; Ullmann and‘Krasnery 1969)..
This rélatibnship is highlighted b& tﬁe fact that particu-
larly in systématic desensitization, hypnosis is often Qi-'

rectly employed as a techhique of relaxation and an aid in

heightening the subject's suggestibility (Wolpe, 1958) .

Further, definitions of hypnosis highlight the similarity of
hypnosis to behavior therapy:

Without attempting a formal definition of hypnosis
the field appears to be well enough specified by

the increased suggestibility of subjects following
induction procedures stressing. relaxation, free

play of imagination, and the withdrawal of reality
supports through closed eyes, narrowing of atten-
tion and concentration -of the voige of the- hypnotist.
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That some of the same phenomenon will occur outside
of hypnosis is to be expected (Hilgard, 1965;
p. 160).. : A
. Behayior therapy techniques, such as implosion thex-
apy, and other beheviog;therépy techniques such és covert
sens}tization, described above, rely heavily on the.use of
the snbject;s imaginings during the ﬁherapy. And as
Hilgard's defin%tion suggested, hypnosis relies on the
, imagination for its effects. A recent ‘paper by Spanos, et
al., (1973) attempted toosummarlze the parallels which exist ‘
between hypno81s and behav1or therapy. ¢ )
First, hoth behavior therapy and hypnosis uénailylin; |
clude suggestions of relaxation despite the fact.that both
procednres employ relaxation instructions. Spanos, et al.,
‘(1973) pointed out that systematic desensitization as well
as hypnosis may be effectlve without such 1nstructions.
Thus these authors suggested tnat although relaxatlon may Pe
-useful in these two procedutres, it is probably not a neces-
sary condition for promoting behavior change. ‘
| A variable of importance in both procedures; however,
is motivation. An extensive series of studies reviewed by
Barber (1969) .and Barper, Spanos, and Chaves (1974) indi- .
cates the subject's reeponse to sugdestions is augmented by
suggestions aimed at obtaining ehe éubject'svcooperation and
asking him to try hard. In fact. it ebpears that instruc-'?

tions, such as thosge reproduced on the following page. are

as effective in increasing response to suggestion as a

lengthy hypnotic induction procedure {(Barber, 1969; p. 46) .
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In this experiment I'm going to test your ability
to imagine and to visualize. How well -you do on
thextests which I will give you depends entirely
upon your willingness to try to imagine and to -
visualize the things I will ask you.to imagine.
Everyone passed these- tests when they tried. For .
example, we asked people to close their eyes and

to imagine that they were at a movie -theat€r and :
were watching a show. Most people were able to do
this very well; they were able to imagine very
vividly that they were at a movie and they felt as
if they were actually looking at the picture. How-
ever, a few people thought that this was an awkward
or silly thing to do and did not try to imagine and
failed the test, Yet when these people later real-
ized that it wasn't hard to imagine, they were able
to visualize the movie picture and they felt as if
the -imagined movie was as vivid .and real as an
actual movie. What I ask is your cooperation in
helping this experiment by trying to imagine vivia-
ly what I describe to you. -I want you to score as
high as you can because we're trying to measure the
maximum ability of people to imagine. If you don't
try to the best of your ability, this experiment

will be worthless - and I'll tend to feel silly. On

¥

the other hand, if you try to imagine to the best’
of -your ability, you can easily imagine and do the

interesting- things I tell you and you will be help- |

ing this experiment and not- wasting any time.

The attitude and expectanCies of subjects concerning

their hypnotic performance also- appears to be of importance

in determining their respbnse‘to suggestion (Barber, 1969;

Barber, Spanos, and Chaves, 1974°‘Spanos. Barber, and DeMoor,

1973).

It has been demonstrated that subjects having posi~-

tive attitudes toward hypnosis get higher scores on suggest-

ibility measures than subjects having negative attitudes.

Similarly, subjects who expect to perform well in hypnotic

situations perform better than subjects who do not expect to

be able to carry out the suggestiong that they ‘receive.

Despite the fact that expectancies and attitudes are

also known to be important in determining subjeét's re~
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sponses in‘conyentional therapy, little research has been .

e

devoted to assessing these variables in behavior therapies

-,
"
- %

(Spanos, et al., 5973). Despite this'fact'it seems logical

to assume that the expectancies and.attitudes of patients
-undergoing behavior’ therapies will also be important as they
~are in hypnosis. In addition, Spanos, et al., (1973) point-
ed out that behavior therapists typically attempt to produce

favo.able attitudes and expectancies in their subjects.
. R ‘ In addition to the above similarities ariother impor- >
H - tant area of slmilarity feems to be the kind of thinking and
imagining which are pfbd&yfa in subjects, both in hypnosis
- -~ and behavior therapy (ébanos} 1911: Spanosr et al., 1933).
A significant amount of research summarized by Barber,
. Spanos, and—Chaves (1974) demonstrates thaﬁ'the wording of

"f eww‘

suggestions given to’ subjects is of criticaI importance be- . .

’—“ﬁ—\.

cause of the type of imaginal actiVity to whizh it giVes
rise.~‘ o
When subjects pass hypnotic suggestions it appears
- that they engage in cognitive activity which Spanos (1971;
'1973) has labelled as goal-directed imagery. That is, sub-
jects who pass hypnotic suggestions typically imagine events

.‘the behavior suggested. Despite research*on this topic in
" .~ hypnosis, behavior therapists have not systematically.studied S
- this péézléﬁ inwgehaviormtherapy (Spanos, et al.,f1973);
They usuallyminsist,-hoyeverv‘that vividﬁand.realistic imag-.-

ery is essential for the successful outcome of behavior

\‘l“ B - »——-—“""‘"“": - 5 ‘fl

and situations which, if they Leally occurred, would produce 1
0 4.‘
|
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therapy.

It thus appears that behavior therapy and hypnosis

‘have much in common as techniques to change behavior. In- ¢

L

* "teréstingly, there were apparently only two studies which

Q

. have compared hypnosis and behavior therapy (Gibbéns, et af.,
. 1970; and Marx and Gelder, 1966) and these_investigations 0,

'obtained contradictory results, .

Che ‘ ’ ’ N . Conclusion . . ‘ .
S It has- been shown that a variety of techniques loose--
T, ly labelled behaVior therapy offer promising alternatives to
'conventional dynamic therapy for changing people 8 behavior.

) . Such technxques subsume a wide variety of procedures and
methods which might provide college. counseling and profes-*
sional staffs with the means to heip the many new students
to higher education develop the skills which they appear to
lack. The next chapter outlines a study done to explore

these possibilities.

L
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-Chapter II described the major characteristics of com-
munity college students. What was found was that they were
in general less academically qTalified, less well-off finan;
01alfy, and quite different in! their attitudes, motivations
and expectations than are their four-year college peers.
Many start two-year colleges and never finish. Most indi-
viduals familiar with such colleges are aware of the high.
dropout rate and are very concerned about it.

Students drop out for many reasons; according to Mon-~

roe s (1972) recent summary, the significant factors were:

¥

. - . academic ability, degree of motivation, and financial aﬁili-;

L4

ty. Scholastic ability is almost universally seen as the.

S \ major reason for dropping out of college and is clearly a

significant factor. Yet in one study (Trent and Medsker,

= g ———

1968) it was found that of the sample of dropouts a greater .

percentage of high ability than low ability students dropped
out, ) '
| Writers such as Cross (1971), Johnson (1968) , Monroe
1972) and others, were convinced that they could help many

of these students deal effectively with the academic environ-

ment, but only if they were willing to_ forsake traditional -
‘ 46 . .
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_ characteristics of academically unsuocessful students;

~ study which was performed to assess the effectiveness of

or predicted, Accordlng to Morrow (1970, p. 540) this may —

. and systematic wor§ habits on academic tasks, instead show.

methodpologies and entertain new. techniques and’ technologies.
Such students have a number of characteristics which would

lend themselves to the'behavior modification techniques

Y

e
which were descrlbed in the-;rEXious chapter. Yet, lit€ie’

research has been done with two-year college students using

L]

these procedures (Morrow, l970%r

= e

The present«chapter. 1) descrlbes briefly the major

.

2) describes and reviews one aspect of academic success,

worry_and concern about taking tests, and 3) describes a

several behavior modification techniques on test anxiety.

A

Underachievement
Psychologists and educators are in agreement that a
significent number at all,educationel levels can be categor-
ized as underachievers (Cross, 1971; Mitchell and Ingham,

1970; Morrow, 1970; Wine, 1971) That is, these stuaents do

A

not do as well in academic situations as mlght—ge expected

-

@

begin as early as the_ third grade. COmpared with'oEHer’;;::

dents, underachievers "...show less—effectlve, per91stent,

incompatible behavior...and:more often fail to find academic
work rewarding." Underachievers differ from other students
in at least four important.ways: 1) study habits; 2) study

methods; 3) attitudes, interests, and goals; and 4) the

amount and type of anxiety about testing, that is, they show

+
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marked test anxiety. . ' 7 ’

Not all underachievers show deficits in each of thesg
areaé, nof'is the relationship among these factors clear. p
It can, for exgmple, be ﬁrgued);hat underachievers are some-
times anxious ABOUT- TESTS and, therggpre, do poeg;y;/;; that.
they have done poorly and afe thggg%ore jugttff;bly ankious
about evaluative situations. Regardless of the ;elation-
ship, for many upéer&bhieVers rémediaL efforts in all of
‘ théir weak areas should be explored and may yiéld helpful

_ info:mation.

two-year colléges, their r¢actions to tests and test taking .

\ As might be expected from the sample of stu&ents in
were negative (Cross, 1971; p. 123-124)., They have experi-

eﬁqu failure before in such evaluative situations. Testing

makes them worriéﬁ/;pq concerned. Under such circumsfances

‘iﬁ is not surprising that these students say they "choke up"‘ .
or otherwise have difficulty with tests. In the next sec~

tion research bn test anxiety is examined. o

' An extensive body of literaguré’éxits on test anxiety; -

!

the literature has réceﬁt}y béen reviewed (McPeake,_lQ?é;

Morrow, 1970; wWine, 1671); and the conclusions are presented

(g

before a éﬁmmary'of test anxiety theory:

1. The test-anxious student performs more poorly in

academic situations than-his' less anxjious -counterpart.

L e

Test-anxious students got poorer mirks on examinations

(Wine, 1971); received lower graﬂéé; and had a higher rate of

58
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= -academic failure thén'opher students . (Morrow, 1970; Sarason,

e :* - 1960; Spielberger, 1962; Walsh, Engbretson, and O'Brien, l
1968) . ‘ '

2. Evaluative situations giﬁe rise to“test‘anxiety.

In general, any situation which arouses the'subject'é

test or achievement‘;nx;ety will impair his performance.
For example, feédback concerning performance interferes ﬁith
the behavior of the highly test-afixious (Mandler and Sarason,
1952). Instructions desigﬁeé to-ggb-inypre subjects in'a
task (The subjects wé}e told that it Qould be easy to com~
plefe a task which was in fact impossible within the time
limit allowed.) impaired the performance of high‘anxious
subjects (Sqéason, et al.,'%952). A larée pumber,df‘other

‘ studiesocited by Wine (1971) support the contention that
evaluative situatibns impair the performance of the test-
anxious subject. N ‘_ '

“

3. "The highly test-anxious person focuses on a

.

narrower range of task cues.

During evaluaéiQe.situatiéns the highly test-anxious
person appears to turn his attention inward, thus focusing
on fewer/sgsk relevent cues, whereas the low anxious person
fogpség/his attention on the task af;fgnd (Easterbrooks,
1959% wachtel, 1966,‘1968). In one study, for example, the
number 'of available cues for theﬂlearning of a task weré
systematicéllx varied (zaffy and“Bquning, 1966) . This had
;}ttle effect on éhe behavior of the high anxious subjects,

but the more cues available the better the low anxious sub-

Q ‘ 59
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Jects performed.

4. The test-anxious person is generally more self-

deprecatcry and self‘preoccupied.

Studies of the test-anxlous person-have shown that on
paper-and-penc11 tests such subJects descrlbe themselves in . - .
negative self-devaluatlnqbterms (sarason, 1960). In experi-
‘mental studies, also, highly test-anxious subjects tended tc
blame themselves for failing at experimental tasks more
often than*did low anxious subjects (Wine, 1971). 1In sev;
eral studies (Sa;aeon, 1958; sarason, 1968; Sarason and
Ganzer, 1962; Sarason and Koenig, i965) subjects were asked
to desc}ibe bhemsélve§ orally for one half hour. Nonrein-
forcement; neinforCement of negative.self-references, and*
reinfcrcement of position self-references were compared.
Regardless of tne reinﬁorcement‘con%ition, highly test-

. anxious subjecés described themselves in more negati&e,terms.
Highly annious-Students responded to reinforcemente when the
responses being reinforced were negative self-refe:ences and
were resistant to conditionin;.when.the response class was

--positive self-references, _

5. Test anxiety is conceptuallzed as hav1ng two com-

ponents of which "cognitive concern" over performance is the

-~

most debllltatlng. ’ s
A recent summary (Liebert and Morris, 1967) suggested

that test anxiety can be conceived of as having two compo-

nents. The first has been labelled "worry" and is described

' as cognitive concern over performnnce. The second, labelled

60
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"emotionality,"irefers to the autonomic arousal aspects of
test anxiety. Several studies utilizing this distinct;on
(Doctor and Altman, 1969; Morris and Liebert, 1969, 1970)

- have shown thet the cognitive concern over performance ac-
counts for most of the perfbrménoe decrement associated with
test‘aoxiety. ’ o .

o~ P This section can be ‘summarized by sugges*ing the fdl~ ‘eo

low1ng interpretation of the debilitating effects of test
anxlety (Wine, 1971). 1In evaluative circumstances the high-
ly test-anxious person beqomes preoccupied with thoughts of
failure, feelings of lack of self-esteem, and ruminative,
self-evaluative worry. As a result he cannot pay attention o ¢
to the task at hand and performs more poorly then:others._
This point of view suggests that what the test-anxious per-
son is thinking about during the evaluative experience, his .

" cognitive activity, is the relevant variaple mediating test

anxiety. s o

AlleV1ating Test Anxlety

o Almost all of the studies which have attempted to al-

leviate test anxiety have employed some variation of the : w
systematicqdeSensitization procedure developed by Wolpe
-(1958) and described in Chapter III.‘ Further, almost all
such attempts have focused on fou;-xea} college students.
These students have typically followed the pattern set by
Paul (in Franks, 1969).

In his study 13 students from an introductory psy-

chology course iequested treatment for test anxiety after

ERIC 61
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taking the Mandler-Sarason Test Anxiety Questionnaire

(Mandler and Sarason, 1952), hereinafter referted to as the

4 -

"TAQ. Eleven of these test-anxious students were. assigned
N 1 Y " : ¥

éfther to individual systematic desensitization.(N=5) be-
tweon their first and second course examinations or to a no
contact control (N=65. These subjécts were oquatedlfor TAQ
score and degree of disturbancé of tepgt performance assessed
under both relaxed and anxious conditions. On both the
second examination and a later final examination, the exper-
imental sobjects improved significantly more than the con-
trol subjécts. Verbal reports from the subjects suggested
that the observed improtements wexe due to teductions in
test anxiety. - |

Since Paul's study ‘(in Franks, 1969) a series of

‘studies have attempted to assess systematic desensitization

for test anxiety under controlled conditions; compare indi-
vidual and group desensitization procedures; compare system-
atic desensitization with other proc;bures; explote auto~
mated techniques of presenting éystematic désensitizotion,
such as .audio and video tape presentations; and deternine
the aspects of the procedure which make'it‘effoctive. ‘These
studies have been reviewed by McPeake (1975; p. 30) who sug-
gestog\the following conclusions are warranted: -

Empirical Gene:alization #l. SD is effective in al-

tering the subjects' reports of test anxiety as

measured by a variety of self veport scales. ' Eigh~-

teen of the twenty-twoi:studies summarizéa by McPeake
(1975) support this contention.

Empirical Generalization #2, 8D 'ig sometimes effec-
* tive in improving some performuncg measure,' most

-

v
B
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e,

importantly GPA and/or exam grades, but alsd some
other performance measures, e€.g., anagram tasks,
reading test perrormance, debilitated by test anx-
iety. Of the nineteen studies cited employing per-
Egrmance criteria, twelve support this generaliza-
tion.

Emp1rica1 Generallzatlon $3. Group SD appears-as
. : effective as individual SD. 1In addition to these
' . studies which directly compared group versus’ indi-
vidual SD, a large number of investigators cited by
McPeake (1975) have employed group SD and obtalned
- results consistent with individual SD.

Empirical Generalization $4.-standardized hierar-
chieg are as effective as 1n61vidual hierarchies in
SD for test anxlety.

Emp1rica1 Generallzatlon $5. Vlcarrous SD for test
N anxiety is as effectlve as the dIrect experience of
’ SD. .

Empirical Generalization #6. The effects of SD for
test anxiety generalize to other fears and anxieties.
Of the five studies investigating. this problem, only
one did not obtain.a signiflcant generalization
effect.

&

Empirical Generallzatlon $#7. The effects of SD for
test anxiety appear to be augmented by the addition
" of group counseling,

‘Despite_these generalizatibns, major questions remain
concerning the variables within the SD situation which con-
tribute to reductions in test anxiety. Fer the purpose of
this study, however, the significant question is "Can gys-
‘temaéic desensitization be‘effectively employed-wirh tyo-
yeer college students to reduce test anxiety and increase
academic ?“ECGS??" In the next section of this chapter, a

séudy is described which attempted to answer this questron.

. -
Ve
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Design of the Study
Subjecﬁs | -
. Thirty nnpa;d‘Commﬁnity College sfudegt volunteers
served as subjects. Each subject'had a two semester grade.‘
paint average (GPA) of 3.0 or below (on a scale from 0.0=f

to 4.0=A) and scored in the upper quartile on the Mandler-

Sarason Test Anxiety Scale (TAQ, Mandler and Sarason, 1952)
reproduced in Appendix 1. The 30 subjects were matched for
GPA and assigned to one of the three treatment conditions -

v described on the foliowing pages.

Pré-tesfing
All of the subjects séleéted'for'the study were pre-
tested for self ratings of test anxiety on a sevéq-point' -
Likert scale and were also asked to £ill out the Fear Survey
Schedule II (FSS II). These scales appear in Appeﬁdixes"2 ‘

°

and 3 respectively.

R Procedure,
The TAQ was administered to all entéring sophomore -
students at the College during the Fall registration of 1974. -
. Those subjects who/met the two criteria of GPA and TAQ_fcore ‘
were contacted by méi} with a letéer describing the éurpose"
of the study. A copy 6f thié letter- appears in Appendi§ 4.

Since the responsé to the initial letter was miniscule (N=2)

it was followed with a telephone call describing the experi-

ment and asking if the subject wished to participate.

Q - < - 64
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. Subjects were echedqled for their first-experimental
sessions during the third and fourth week of the semester.
The treatment procedures were coﬁpleted by the twelfth_week» i
“of the semester and the subjects were mailed copies.of the j
FSS If and the self rating form. Those'étudents'who did not
return the form b§ mail were contacted personally.,

§ - '
Treatment Conditions

-

Systematic Desensitization

dewy

Each of the ten subjects in this group, were told that
they were participating in an.experiment designed to- reduce
their anxiety. After a brief oral explanation of systematic
desensitization, each subject received an initial 40 minute
tape recorded training session in relaxation ‘(adapted -from
Agras, 1972, p. 133). Due to the‘subjects' schedules some
received the relaxation training alone while others.received
it with a maximum of four other people. The experimental
room, the same for all subjects, consisted of a quiet office_
with five comfortable lounge chairs.

. Each subject then received three additional treatment
éessions. Durrng each session the subJect practiced relaxa-
tion w1th tape recorded instructions for 15 minutes. Then
the subject was instructed to remain relaxed and calm while
he was asked to imagine anxiety provoking scenes described

2 i 1

by tape recorder. The scenes referred to in Table 2 were

adapted from Mitchell and Ingham s (1970) standardized

L]

hierarchy for test anxiety. ’
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Each scene was presented three times for about 20

. seconds. Between presentations; subjects were instructed to ’

relax and remain calm. Dutin§ each of these three sessions, .

four items frqm the standardized hierarchy were presented

beginnihg with the least anxiety provoking scenes during the

" first session, and continuing to the four most anxiety pro-~

Kl

voking scenes on the third session. Each experimental ses}

.sion lasted about 30 minutes.

4

TABLE 2

STANDARDIZED HIERARCHY FOR TEST ANXIETY
(AFTER MITCHELL AND INGHAM, 1970) -

ITEMS

-

1

1. Hearing about someone else who has a test

2. Two weeks beforg test

3. Studying and wondering how you will remember the infor-
[»]

mation when test comes

4. Several days before test

5. Night before test

6. Waking up the morning of the test e —

7. Walking to the test room ' A '

8. Télking with others outside the test room

- 9. Waiting for test paper to be passed out ' ) '

10. First getting.the test paper and looking at it

1ll. Seeing a question you do not know the answer to

12. Seeing others finish the test while .you are still tak-

ing the test BN

66



ﬁypnosis

-

. " Each of the ten subjects in this groap were told that

they were participating in an experiment designed to -reduce

R

their test anxiety. -After a brief oral explanation about -

hypnosis designed to offset any fears they might have about
this procedure, each subiect received an'initial tape re-
corded hypnotic induction procedure lasting about'40 minutes
(adapted from Barber, 1969). The experimental room was the
same as for the desensitization group.

Each subject then returned for three additional

* treatment sessions. During each session the subjects re-

. ceived an initial tape recorded hypnotic induction lasting

about 15 minutes. Then the subject was asked, via a tape

‘recorder, to imagine the same scenes as the desensitization

group, for the same number of times a;d\dafations, while re~

maining relaxed. With the single exception that each treat-i

o

~hent session began with a hypnotic induction rather than re-'

" laxation training, the treatment sessions were the sane.

Each of the three experimental sessions lasted about 30 min-

s .

utes,

-Control

~

Each of the ten subjects in this group. were told that

they were participating in an ekperimant designed to aagggs\

¢

procedures for reducing tést anxiety. They were told that

they’ were members of the control group and wou1d~be pre-

*

tested and post-tested, but they would receive no other

training or instructions. The use of a control,group in ex~

67
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perimentation was explalned if the subjects did not already '
understand its signlflcance. They were also told that if at
a later date they wrshed treatment for test anxiety it would

be provided. Concurrent with the end of the treatment.ses-

sions for the otheﬁ~two groups_these subjects were also

‘post-tested. :

- a ®
! ’ ’
T Y

Post—testing

-

At the conclusion of the experiment, all subjects !

* were contacted by mafI"and asked to £ill out the FSS II and .
the self rating of anxiety.. Those_not responding by mi}I
were contactcg~;§ the experim;nter at the college. In addi-
tion, t—%he—end of the semester the students' GPA was ob-
talned, with the students' perm1831on, from the reglstrar 8

offlce.

e

e ——
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CHAPTER V b

,, ' - RESULTS .
B - : The mean of the sample (N=661) tested with the Mand-
. ler-Sarason Test Anxiety.Sca;e.(TAQ) was i3.34 and the
. standard deviation was 7.68. ‘Alleof the gubﬁepts in this
ét%dy scored at or beyohd the sixteenth perée;tiie‘on the
"rko. Eigure 2 summarizes the distriﬁution of scores on the
* TAQ. .

The means and standard deviations forithe four de- -
pendené measures employed ;n this study: a. grade ﬁ;int
avegages; b. subjective raﬁings‘of t;st anxieiy;‘c. Fear

o Survey Schegule score; and d. item #4 on the Fear Survey
~ Schedule (relgted to ;éar of tests), are Qummarized in
Table 3. Part A of Table 3 gives the ?re—tést means and

standard deviations and Part B shows the difference score

means and standard deviations.

~u

/ . < N 5
One-way analyses of variance were performed. on ‘each

. of the pre-test scores to determine. if there were any signi- -
ficant pre~tes£ differences among the three groups, None of

-

- these analyses_wgre significant. Thus;-iE appears that ex-
perimehtal grouﬁs were equivaient prior éo treatment.
u One-way analyses of variance were also performed on
the differgnce scores to determine tha effects of the exper-

imental treatments. Again, these analyses proved to be in-"

?
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significant.

0.

Thus, it appears that neither hybnosis nor

60

t

systematic desensitization differentially affected the sub-

jects' behavior or feelings of anxiety as measured in this

inveétigation.

Table 4, Parts A and B.

The results of the analyses are presented in

By :inspection of Part B of Table 3, it would appear

that there was a generalized, but. small, reduction of anxi-

ety about tests and anxiety in geﬁeral with a concommitant,

and a small increase in the subjects’

aapear, at least superficially, that merely participating 1n )

o

G.P.A‘

It would thus\

(such a research study might. lead to minor benefits for a11

subjects.

.-
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TABLE 3
MEANS AND STANDARD DEVIATIONS FOR DEPENDENT MEASURES
PRE-TEST AND DIFFERENCE SCORES
1] \l( o
‘ . ' I
’ A, ‘ Pre-Test
Cdntrol.‘ Hypnosis‘ " Desensitization
Variable - X S X © s . '
GPA 2.59] .55 2.53} -
Subj. Rate Anx. 5.2 | 1.8 )] 5.2
FSS II 118.7 | 38 [j122.10
FSS II Item #4 37 | 1.3 [|-3.8
o i ‘
\. B y,_’—” |
w‘/"’ M\'\‘ ) 7 }
‘ B. Difference Score
- X s ‘
GPA . +.02] .35] +.05] .30 +.03 .55
Subj. Rate Anx. -.38) 1.77|" -.36| 1.59 | -.51 1.75
|
FSS II <10.11 {11.37 |-13.56 [14.05 | -7.78 12.31 i
) 'FSS II Item #4 -4 |1.24) -3 | o0 -.7 . | 1.07 j
: |
72 .
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TABLE 4
e
RESULTS-CF ANALYSES OF VARIANCE BY TREATMENTS FOR
~~  PRE-TEST AND DIFFERENCE scgfggz/

_/,../
,/’/w ///
e e £
- P
. L.
A, Pre-Test ‘
VARIABLE SOURCE as .. . ms F
GPA ) 2 .01 <1
W 27 2.
, . \
-Subj.. Rate Anx. T 2 2.25 1.10
. W 27 2.04
FSS II. T 2 82,52 <1
. W 27 912,21 .
FSS II Item #4 T 2 2,04 1.87
- W 27 ’1,09
i
B. Difference Scores
GPA T 2 .01 <1
_ W 27 .17
Subj. Rate Anx. T 2 2.61 1.02
W 27 2.57
FSS II T 2 11.41 <1
L W 27 45,69
»"/ N
FSS II Item #4 T 2 2.61 1.02
W 27 2.52

173 .




CHAPTER VI

o

DISCUSSION AND IMPLICATIONS
\
This paper began with a consideration of.the communi-

ty college in the general context of Aﬁerican higher educa-'
. tion. Ameriéan.hiéher education began és a small and-rela-
‘ tively unimportant part of a deve;oping sociefy with Enélish
' aristpcrétic,traditioﬁs. Education was clearly to be re;A
served for the wealthy, who would become leaders, and the
clergy in an outpost of the ?ritish Empire. Fufther, tﬁe
eduthion that would be received was never intended to be
practicéi or useful. It was an adornment of civilized gen-
tlemen who aimed to fashion in the New England a world as
‘similar to what they had known as was humanly possible.

The American Revolutiof and the expaqsion of the
American Frontier sowed the seeds of a new tradition in
American higher education. Pérallel with the old classic:'
curriculum there eméféed a "practical" curriculum. A cur-
riculum that was attuned to the needs of a de§eloping na;ion
where new techniques of agficulture would be necessary to
feed an expanding and'increasingly heterégeneous‘population;
where the technical knowledge necessary to build roadbeds
for the railroads, to build the steam trains and ships, and

set up the factories, was becoming to most: far more impor=-

64 ,
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‘tant than the nuances inGreek and Hebrew.

ﬂ

Out of the Bevqlutlon, too, came .a new conceptlon of
man. Antl-arlstocratlc, populist, democratlc or whatever

'4

term one thoses, the frame of reference had shlfted slight-
_/ 4’9 /

ly. ;ﬁéally only- slightly, however, as what was the aristo-
e&atlc view of ‘man and higher education remained deeply em=~

bedded in the American educational system in the network of

-

private secondary schools as a feeder system for many of the

,

most prestigious private, and some public colleges and uni-

versities. i S ]

In fact, to develop a system of higher education that

gave more than lip service to a meritocrarié syateﬁ of edu-
cation, innovatlve educators had to go outside the private
liberal arts colleges and found technical and pract1ca1 ‘col-
leges that taught useful skills to a new breed of students.
In the Morrill Acr was‘distilled the essence of practical,
mexitocratic higher education. Throuéhout the latter half
of the nineteenth and early twentieth century the prolifera-
tion\of state-supported colleges and un1versxties was truly
drama &c and 1mpre551ve. America had developed a system
that, by all contemporary accounts, came close to fulfllllng
’the merltocrat;Z idea of a college education for anybody who
had the 1nte111gence to succeed in the qcademlc environment
of the uﬁiversity.' By the nineteen fifties, the meritocra-
tic phi;osophy had outetripped the grigipal idea which led
to college founding. <

.



There remained, and remains right now, however, the
problem of whaf to do with those individuals who were unable
to profit from the competitive academic environment. As i
thoée holding the aristocratic conception had disparaged théj
rise of the university and the‘meritockatic system, so the
holders of meritocratic views disparaged those who suggested
~that the rest of the population, the even greater majority,
could, and should, receive advanced education beyond high
school. h

The.first inkling that the gredt unwashed horde was
even out there was William Rainey Haféer's suggestion of
splitting the four years of college into two and two .and

’ weédiqg out. the academically ﬁnfit so the arist0crats of the

, intellect could pursue their studies in peaée (Rudolph,

1962)1 And so the junior college was created as the termi-
‘nal érouﬁd of the academically unfit. In a,sehse this view
brings ﬁs up to date;
Few outside the compunity coilege movement understand
it aﬁy_better than the scholars at Harvard understood what
in the world was going on at the Lawrence Scientific School
for which they created a new degree, the RBR.S., to better
protect the virginity of the B.A. Yet, like the university,
the community_éollege has grown to the point where it can no
longer bg ignored, where for bétter, or for worse, the idea
' of univeisal higher education is taking shape. With nniver-

. sal higher education has come the pressiné need to rethink

+ what it is we will do with these néw students who literally
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jdhxflguratlvely have never beeh\ts\éoilege before."

The characterlstlcs of these students have been ex-
plored. They are generally not as intellectually capable as
1 their unlverslty peers, they come from homes where higher:
‘educatlon is a new idea, they have other talents and poten-

tials. Their attitudes toward work, toward school, and
toward life are also different. ‘

_ In chapter three it was suggested that there areé new E
technologles developlng in the behav1oral sciences thet”
might offer us an opportunlty to‘help these students develop
behaviors which will then help them to succeed in an acadenm-
ic environment. These techniques were described, the re-
search. on which they are based Qes'described, and a sthdy
was suggested which aimed to explore the usefulness of these

techniques in a delimited area of student functioning test

taking. Following is & review of the findings of the study.

. The Study Results

Following well-established brocedures a large number
of students were administered a questionnaire designed to
assess their level of test anxiety. This questionnaire haé
been utilized in many of the previous published studies of
test anxiety. Students scoring at or beyond the sixteenth
pereentile on this test were identified as the population of
interest. This cutoff score was actualiv higher than that ‘
employed in much previous researeh.'

Again‘following(procedures widely used, a letter was

mailed. to each of these students describing the nature of

(X




: interest in the study (Appendix 5). One would think that- ._ -

68
the research and inviting them to participate. The letter
strongly sugéésted that if they participatecl"in the study/'_
there was a good pbssi-bility thét_ t‘:heir academ?.é aver7(

s !
g —

might improve.
This "i)itch" seemed reasonable based on the research
studied and it was therefore surprising that o‘xily two (?)

O

students returned the enclosed, stamped postcard indicating

such an offer would be hard to refuse for students who had

. low academic averages and measurable test anxiety. __Previous

research suggested ora implied that more students would be - - -.
interested in volunteering for such research.

- Telephone follow-up represented the second course to
obtain subjects. The nature of tl;e study was described to
each student and it was again suggested that if the student
participated, the.pzayoff might be a modest in_crease in his
academic performance. The éu;bjective impressionvf‘rom these
phone calls was that the students were strangely reluctant :

to take advantage of what essentially amounted to "free"

‘help., It is interesting to note parenthetically ,tfxat in the

process of trying to reach the individual students it was

necessary from time to time to talk to the students' parents. - ‘.1

. Several of the parents were very impresséd with the idea

was underway. They were sure that their offspring would be-

interested. v,

.

4”
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that a research study which x;tight' heli) their son or daughter,
\
|
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An additional finding of interest, agaih.a subjective

. “ - impression, was that the higher the student's average the

MORE willing he was to partlcipate. In fact -some students
" 'who were not asked to participate contacted the investigator
and asked him if they ﬁight join the stu@y. In one case, |
for example, the student had a GPA of 3.6 and hoped that if
she were -less anxious on tests she might increase an already

very hlgh academlc average.

As an undercurrent in thia atudy theestudents' lack )

of motivation to help themselves seemed a fairly prominent

finding. There is no other study 'in the published litera~-

ture which discusses in any detail the subject's motivation .

for participation. Was this simply becauee other writers

didn't find this a characteristic of their eamples?'
The‘students' subjective‘ratings of anxiety which

were employed us an addltional measure of test anxiety sug-

gested that the subjects did not in general percelve them---o

selves as anxious as the TAQ suggested. A fact confirmed by

examining item four on the FSS II related fear of tests.

Analysis of all four dependent measures, however, indicated

that ‘the cphtrol, hypnosis, and experimental groups werxe not

different from ‘each other.’

*Analysis of the post-testing scores, difference
scores, indicate the major finding of this experiment. Des- s
pite the fact that previous researehers had found desensiti-

zation to be an effective procedure for reducing test anxi-

ety when compared to a control condition, this finding was

L)
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not confirmed in the present study. The three groups did
: not differ from each other in reductions of test anxiety as

1
indicated by any of ‘the measures employed. As can be seen

by simple inspection of Table 3 in Chapter V all of the su> !
jects showed minor improvements, i.e., in performance, as-a .
; result of partic;pation in this study. But the major find-
ing is not 'consistent with most of ‘the published literature,
The obvious guestion becomes yﬁat do these results
mean? There are several possible epranations which can be
considered. First, it is conceivable that the failure to-at-
least confirm the‘finding that SDh is effective for test anx-
iety was a product of the procedures-employed, or the way
the procedures were employed, or the setting in which they
were administered. Thie seems unlikely, however. According
\toiPaul (in Franks, 1969) the major problem to be encounter-
ed in using SD is the development of the hierarchy used in
desensitization. Since a standardized hierarchy was employ—'
ed, previously used in other studies, this’ is probably not a
relevant consideration. In addition, the procedures employ-.

ed, is;e., the relaxation or hypnotic procedures, were all

taped and the same for all subjects. The experimental room

and furnishings were.comfortable, quiet .and consistent with
- those which have been described in other literature.
Another possibility is that the acceptance of“the
null hypothesis is a product of:subject variables. It has
been continually emphasized that community college students

.2
are different from four-year college atudents. All of the

30
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. i | i . ‘1
previous published studies have employed four-year college
students almost‘withoup exception (it should be noted that
in some studies juﬁio; high or high school séudeqﬁs'have
.bgeh employed but this only represents three of ﬁhé étudiéé)ﬁ
“It is t%us conceivable that community college students are _‘ -
‘different enougﬁ £rom four-year college students that they
do not respond well to either of the procedures utilized -
here. For example, it is known that anxiety-reLﬁtes to per—.
formance in a curvilinear fashion (Spielberger, 1562) af-
fecting most dramatically the middle levels of abiiity. if
we conceive of the subjects as 1low in academic ability, it | N
follows that relieving them 6f.anxiety may not alter their _
per formance ‘very dramatidally.f'These stﬁdents, in fact,
generally come from the middle énd of éhe abiiity level in
the general population.despite the fact that'they are lower .
in academic ability yhen compared to. four-year college stu-

dents. .

It seems that two-~year .college students difféer from
four-year college students in their motivation to partici-
pate in this type of research. Examination of the"litera-.
ture seems to indicate that getting subjectg for this type

.of-study at four-year colleges or universities is not a
problem. Yet it did appear a consideration 'in this research.
This may be because, as Cross (1971) has suggested, two-year‘
colleée students are afraid of “trxing again' bécause of

their many previous failure experiences. On the other hand,

more practical considerations may be relevant. _ -
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 Community coliege students, more often than four-year

v

college students, are employe&, have famillies, and even fre-

quently work full-timh~while going to school. Such actlvx-

.8

tles leave little surplus time for particxpatlng in someone

e

elses research projects, no matter how 1mportant they are to
the researchers*\“Fourvyear college residential students are

in a better posxtlon in this regard and, in addition,_ appear

¢

more interested in act;vxtees deﬁined as "research" (Cross,

1971). ; N

If this conclusion is accepted then, it suggests that'
what Cross (1971) has argued thaf,techniques'ueeful at the
fourf&eér eollege level may not be suitable for two-year:

/

eollege s+udent ThlS does not suggest that behavioral

apéroaches be rejeeted in general, but that other behavioral |,
,éethods which might be more apprQpriate with this sample of

//&students should be explored.

There 1§ an alternatlve hy othesxs, however, which is
vappeallng in the sense that it id more parsimonious and‘}ita_\
. better w1th exlstlng theory and reeeerch. In the reported
studies of test anxlety, and in fact in many of the studies
dene on SD, the magnltude of the reported changes in grade
poxnt average, or subjective rating sgales of one sort or
another,‘are relatively ‘small. Tbus }t seens possibléithat
any such effect might be submerged by other factors. One
possibility is that  merely participating in the study had
the effect of mildlf-improving the students' performance.

>

Such effects have been noted in the lfiterature beginning
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«andethen contacted at the end of the experiment. In a grow-

study.
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[
with the\famous Hawthorne study. A show of interest and: N
M e

concern for the students' performance might be enough t&\ \\
produce the improvements noted. ‘ o \\\

That simple interest and concern is an effective ana‘ \\<
L : o > )
often overlooked variable in therapeutic processes was doc-

]
) o

umented by Frank (1961, p. 243-244): .0 « ‘

s

‘That a procedure which merely convinces a person
that' the therapist is interested in“him and doing
something for him can cause prolonged ‘relief even
‘of specific symptoms‘has been shown by an unusually '
well-conceived and executed study of treatment by
different methods of college students with. inter-

~— .personal’ performance anxfkty. Not “only did the same
proportion of students receiving only "attention- -
placebo" treatment improve as those receiving: in-
sight-oriented therapy, but all maintained or in- .
creased their 1mprovement when re-examlned two years ¢
later. o ‘

The cgntrol group in this experiment was not exactly .
the same as the attention-placebo condition coemmented on
above; nevertheless, the subjects were initially interviewed
ing and busy community college the very fact that someone is -
interested enough to do research and be concerned about what )

is’ happening to the student may well be enough in and of it-

self'to p;oduce the mild degreefof‘improvement noted in this . v

o .

]

Implications: General o

L. Most~psychological fecearch has. Been developed

At L4 v /
/

caution. . 0
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. s Since much of the research data collected in the '
social sciences has been collected using college students - -

from’ four-year colleges or unlver91t1es, thepappllcablllty

. A of the findings to other groups is questionable. McNeil

t] v &

= (1974, p. 18) noted: ‘

The bulk of psychologlcal findings on human subjects

reported in the journals in the 1960's was derived

from male college students, This bright, young,

affluent group cannot p0951bly reflect the average

. person in our untry nor tell' us much about poor
people, racial mlnorltles, women oOr old people. .

2

In the sametveln Schultz (1969, P. 224) said:

-’ > -

The situation is cause for serious and constructive
. .= alarm within psychology. . .If our source of data
is open to question then surely one can ‘egitimately
question the validity of that data. ’

. Research should be devoted to attempting to replicate
previously established findings with ﬂifferent,popubations.
\ 2. The motivation of subjects who participate in4re-
. ’ )§earch must be taken into account whenever possibie.b
) Social scientiets are -increasingly concerned about
the reasons subjects have for participating in research.
Rosﬁpw (1970)-sqggestea tﬁat gogd experimental gubjects are

like "hoy Scouts." Such subjects, he said, wish to be‘as

-

. -0 /\ «
\ ) helpful as’ they possibly can during an experiment. They try

o

and find out what the experimenter desires in an experiment
and then they give it fo him. It is thus.conceivable that '

those subJects who are willing to\bet involved in research

are very different from those who are less willing or com-

pletely ugwilling.
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3. In research which involves "remediation" of one

> sort or another, it may be difficult or impossible to obtain

-~

the subjects who actually need remedial help.

Cross (1971) pointed out that it is often the case
"that students who .invglve thenselves in rémedial programs of
one kind or another are often the students who need it the

[ B

least. Those students who have consistently done poorly in’

&

academic situations have frequently developed, according to
Cross, the attitude that they are not going to do well any-

.

way and trying will only result in another. failure, There-
fore, they develop the unstated philosophy that what you

. don'é fry can't hurt you., One serious problem in this area
is develsbing systems that'provide incentives for those

:people who ordinafily‘won't get themselves involved.

Implications: _for student Pefgonnel Services

1. QIn the search for procedures to help students,
student service personnelicannot uncfitically.éécept pro-

.'grams which are effective in four:year.colleges or nniversi-
ties.

It would seem from what was 6bse;ved in téis study
that céution should be observed in unciitically accépting
techniques- that havé proven successful with othe;'types of

- students. Student personnel'professionais must ask "What
aspects of new procedures;might be affected by the samplé

normally seen in community colleges?" 1In addition, pilot

programs ought to be émployed to determihe the:usefulness of

techniques taken from other educational areas.
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2. Programmatic research by student personnel pro-
fessionals should be encouraged. “

This suggestion'wouid seem to have a twoﬁold useful-~
ness. If more research is done to explore the.usefulness

" of techniques with the two~year college population, those
techniques which are ef@gctive can be discriminated from
those that are-not ef;;;tiveL In the process information
about the' two-year college student can be gained.

At the same time it appears that research prograga\
which demonstrate to the gtudent a sincere interest in hi;
success may be beneficial in ghd of themselves. Whether

“this is called a Hawthorne effect or a placebo effect; the
phenomenon is useful.

3.. Since many student services personnél have four-

year college backgrounds, in-service educational programs
» . - .

which sensitize them to the special needs of the. two-year

! -~
Bl

As long as Eommunity college professionals see two-
X . year.college studentz as being the saﬁe as four-year college
L. sfudents there will be an obvious tendency'to deal with them.
N S in the same way. Training-prggrams of an in-service nature
! coulé be hz2lpful in encouragiﬁg these professionals to re-
| 'think'theif attitudes toward the students and the proéedﬁres
' they employ‘with them, |
4. Rather than focusing éug efforts on trying to
make over the two-year college student into the image of the

four-year college student, more effort should be devoted to

|

|

|

|

|

college student are highly desirable. . ‘ :
36 \
|

|
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' new ways to teaching and learning which aré tailor-made to
his needs. i

This yould complement the attempt to gather specific
infofmation ébout the”two~year college student. Once a
large-bbdy of information'on such students is accumuiated,
-the implicgtions for the kind of programs that are offeréd
can be traced. .Rathergthan change round pégs for square
holes we should make tﬂe attgmpt, aé Cross (1971) suggeé£ed,
to construct round holes. 1In other wccds, more attention

’ should be devoted to innovative educational programs which «14’// ]

suit two-year college students.




‘ious kinds of testing situations.

birvrcnanersed
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APPENDIX 1

e (COLLEGE FORMS)

7 -

The Mandler and Sarason Form of the Test Anxiety Scale

UESTIONNAIRE ON ATTITUDES TOWARD THREE KINDS

7 THE TEST-ANXIETY SCALES ' B :
OF TESTING SITUATIONS

. |

\

NAME: L(Pleasé Print)

BIﬁTH% TE: - Month Day - Year

EXPECTED YEAR OF DEGREE Class VETERAN?

-This gquestionnaire is des-gﬁéd to give you an oppor-
tunity to indicate how and.w you feel in regard to three
types of testing situations:

(a) The group intelligence or aptitude test,
. such as those you took upon entrance to

college.

(b) The course examihation.

(c) The individual (face-to-face) type of
inteIligence test. . . .

One of the main reasons for constructlng this ques-
tignnaire is the fact that-very little is known about
people's feelings toward the taking of various kinds of
tegts. We can assume that people differ in the degree to
which they are affected by the fact that they are going to
take a test or by the fact that they have taken.a test.

What we are partlcularly interested in here is how widely
people differ in their opinions of and reactions to the var-

The value cf“this questlonnalre will in laigé part
d pend on how ‘frank you are in stating your opinions, feel- |
ings; and attitudes. Needless to say, your answers to the |

_q$e9t10v3 will be kept strictly confidential; they will under

circumstances be made known to any instructor or official
of the University. .
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3
a®

W .

We' are requesting yodu to give name, class, etc. :only
‘because it may be necessary for research purposes. .
_ ' Each of you has taken a course examination and group

intelligence or aptitude test, but not.all of you have taken
an individual intelligence test. Those of you who have not
taken such a test are requested to answer the relevant ques-
tions in terms of how you think you would react to them. We
want to know what you think your attitudes and feelings
toward taking such a. test would be and not what you think
they ought to be. Those who have taken an individual intel-
ligence test will, of course, answer the questions in‘ terms
of what t@ey actually experience.

For each question there is a line-or scale on-the
ends of which are statements of opposing feelings or atti-
tudes. In the middle of the liné you will find either the
word "Midpoint" or a phrase, both of which are intended to
.reflect a feeling or attitude which is in between the state-
ments of opposing feelings described above. You are re-

quired to put a mark (X) on that point on the line which you

think best indicates the strength of your feelings or atti-
tude about the particular gquestion., The midpoint is only
for your guidance. Do not hesitate t& put a mark on any
point on the Iine as long as that mark reflects the strength
of your feeling or .attitude.

If you have any questions at this time, please ask .
the person who has passed out the .queationnaire.

THERE ARE NO "CATCH" QUESTIONS IN THIS QUESTIONNAIRE,
PLEASE READ FACH QUESTION AND EACH SCALE VERY CAREFULLY.
THERE IS NO TIME LIMIT. .

THE MIDPOINT IS ONLY FOR YOUR QUIDANCE. DO NOT HES=-
ITATE TO PUT A MARK (X) ON ANY .,POINT ON THE LINE AS LONG AS
THAT MARK REFLECTS THE STRENGTH OF YOUR FEELING OR ATTITUDE.

\

<

¢ SECTION I

The following questions relate to your attitude
toward and experience with group intelligence or aptitude
test:. By group intelligence tests we refer to tests which
are administered to several individuals at’a time. These
tests contain different types of items and are usually paper
and pencil tests with answers requiring either fill-ins or
choices of several possible answers. §cores on these tests
are given with reference to the standing of the individual
within the group tested or within specific age and education-
al ‘norms. The Medical College Aptitude Test (or the College
Entrance Board) which you have taken represents this type of
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test. Please try to remember how you actually reacted to-.
ward these tests and how you felt while taking them.

7

1. How valuable do you think group intelligence tests are
in determining a person's ability?

L 4 :
_Very valuable Valuable 1n some respects Valueless
and vAlueless in others

2., Do you think that group intelligehée tests should be
us%d more widely than at present to classify students?

A}
Y (* . . -
Ty

< R / . » -
Should be used Should be used —~—_—-Should be used
less widely as at present /’//ﬁore widely

3. Would you be willing to stake youx continuance ‘in col-

‘ lege on the outcome of a group intelligence test which
has previously predicted succéss in a highly reliable
fashion?

R /[

Very willing Uncertain " Not'‘willing

- . 4., If you know that you are going to take a group intelli-
: gence test, how do you feel beforehand?

L

Feel very unconfident ~Midpoint Feel very .confident

5. After you have taken a group intelligence test, how con-
fident do you feel that you have done your best?

/ V4 ' /

Feel very unconfident Midpoint Feel very confident

6. When you are taking'a group intelligence test, to what
extent do your emotional feelings interfere with or low- i
er your performance?. \

VA ‘ Z /
Do not interfere Midpoint Interfere a great:
at all deal

-~

THE MIDPOINT IS ONLY FOR YOUR GUIDANCE. DO Ndf HESITATE TO—
PUT A MARK (X) ON ANY POINT ON THE LXNE AS LONG AS THAT MARK
REFLECTS THE STRENGTH OF YOUR FEELING OR ATTITUDE.

\
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10.

11,

12,

13.

- ©
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Before taking a group intelligence test to what extent

:are you aware of an "uneasy feeling"?

<

/ , /. ' S 4
Am very much aware Midpoint Am not aware of it
. of it . o at all-

While taking a“group intelligence test to what extent
do you experience an accelerated heartbeat?

/

Heartbeat does not Midpoint Heartbeat notlceably
accelerate at all o accelerated

R

Before taklng a group 1nte111gence test to what extent

do you experlence an accelerated heartbeat?

IS

/ e WA . c /
Heartbeat does not Midpoint Heartbeat noticeably
accelerate at all . ©  accelerated .

Vhile taking a group intelligence test to what extent
do you worry? ’ .

/ 4 /
Worry a lot _ Midpoint Worry not at all

Before taklng a group 1nte111gence test ‘to what extent
do you worry?

/ ./Q . : /
Worry a lot Midpoint Worry not at all

While taking a groép intelligence test to what extent
do you perspire? .
/ : / : /

Perspire not at all Midpoint " Perspire a lot

Before taking a group intelligence test to what extent
do you perspire?
/ = / . /

Perspire not at all Midpoint " Per'spire a lot

THE MIDPOINT IS ONLY FOR YOUR GUIDANCE.” DO NOT HESITATE TO
PUT A MARK (X)- ON ANY POINT ON THE LINE AS LONG AS THAT MARK
REFLECTS THE STRENGTH OF YOUR FEELING OR ATTITUDE.
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'14. In comparison with other students how often do you
think of wa¥s to avoid a group intelligence test? .

/ : /
Less often tha Midpoint More often than
other students *® other students -

15. To what extent do you feel that your performance on the
College Entrance Test (or a similar test) was affecited
by your emotional feelings at the time?

"/ / A /

Affected a great Midpoint Not affected at all

deal ) . . - -

: . BN . -
SECTION II o 7 ‘

The following paragraph relates to your attitude to-
wards individual intelligence tests and your experience with
them. By individual intelligence tests we refer to tests
which are administered to one individual at a time by an ex=
aminer. These tests contain different types of items and .
thus present a variety of tasks. Those :tasks can be both
verbal and manipulative, i.e., verbal or written answers to
questions or manipulation of objects such as is involved in
puzzles, form boards, etc. Examples of tests of this type

~ would be the Standard-Binet test and the Wechsler-Bellevue
test. Please try to remember how you have usually reacted
toward these tests or how you would expect to react to them.

15.  Have you ever taken any individual intelligence test?

Yes No (Circle the appropriate answer)
. ‘

If ycur answer to the above question is YES, indicate-

in the questions below how you do or did react to indi-

vidual intelligence tests. ’ -

If your answer to the above question is NO, indicate in

the following questions how you think you would react

to or feel about individual intelligence tests.

17. When you'are taking an individual intelligence test, to
what extent do (or would) your emoticnal feelings in-.
terfere with your performance?

/ Q
Would not interfere® Midpoint Would interfere a
with at all e a great deal

THE MIDPOINT IS ONLY FOR YOUR GUIDANCE. A DO NOT HESITATE TO
PUT A MARK (X) ON ANY POINT ON THE LINE AS LONG AS THAT MARK
REFLECTS THE STRENGTH OF YOUR FEELING OR ATTITUDE.
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18.

19.

20,

21.

23,

) THE MIDPOINT IS ONLY FOR YOUR GUIDANCE.

"very confident

_very confident.

-Am not -aware of
it at all

22,

83

If you know that you are“g01ﬁg to take an individual
intelligence test, how do you feel’ \or expect that you
would feel) beforehand?

/ | : v
Would not feel Midpoint

/
Would. feel very
confident

While you are taking an individual intelligence test,

. how confident do you feel (or expect that you would

feel) that you are doing your best? 3

/ . .
Would not feel

Would feel very
confident

v
Midpoint

After you have taken an 1nd1v1dual 1ntelllgence test,
how confident do you:¢feel (or expect that you would

feer) that you have. done your best?

-

/
Would feel very

confident

/ - / .
Would feel very Midpoint

unconfident
Before taklng an individual intelligence test, to what
extent are you (or would you be) aware of an "uneasy

feellng"? o

/ . A , A
* Midpoint Am very much
aware of it:

While taking an individual intelligence test, tc what
extent’do you (or would you) experience an accelerated
heartbeat? ) ’

VA - -/ ' ' /
Heartbeat does not Midpoint =  Heartbeat noticeably
accélerate at all accelerated

Before taking an 1nd1v1dual 1ntelllgence test, to what
extent do- you (or would you) experience an accelerated
heartbeat? .

Vi /[

Heartbeat does not Midpoint
accelerate at all ’

o

Heartbeat noticeably
accelerated

DO NOT HESITATE TO

PUT A MARK (X) ON ANY POINT ON THE LINE AS LONG AS THAT MARK
REFLECTS THE STRENGTH OF YOUR FEELING GR ATTITUDE.
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24, Whlle taking an individual 1ntelllgence test. to what
extent’ do you (or would you) worry?
/ / ‘ /
'Worry a lot Midpoint _ Worry not at all

25, Before taklng an 1gd1v1dual 1ntelllgence test to what
extent do you (or would you) worry?

/ [ * * /
Worry a lot Midpoint Worry not at all

" 26, While ‘taking an_ individual intelligence test to what

extent do you (or would you) perspire?

/ / /
Would never ~ Midpoint . Would perspire a
perspire - . lot .

27. Before taking an individual intelligence test to what

extent do you (of would you) perspire? \

e

/ / ' | /
Would never : Midpoint . Would perspire a
perspire : _ lot

28. 1In comparison with other students, how often do you (or
- would you) think of ways of avoiding an individual in-
telligence test?

/ ‘ L / ~_/

More often than Midpoint Less often than
other students g other students

SECTION III
. >3

The following questions relate to your, attitude to-
ward and experience with the course examination. We refer
to major examinations such as mid-terms and finals, in all
courses, not specifically in any one course. Try to repre-
sent your usual feelings and attitudes toward these sxamina-
tions in general, not toward any specific examination you
have taken. We realize that the comparative ease or diffi- ,
culty of a particular course may influence your attitude to-
ward the examinations; hovwever, we would like you to try to
express your feelings toward course examinations generally.
Remember that your answexs to thése guestions will not be
available, at any time, to any of your 1nstructors or to any
official of the University.

THE MIDPQINT IS ONLY FOR ,YOUR GUIDANCE. . DO NOT HESITATE TO

PUT A MARK (X) ON ANY POINT ON THE LINE Aq LONG AS THAT MARK
REFLECTS THE STRENGTH OF YOUR FEELING OR ATTITUDE.
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29. Before taking a course examlnation, to what extent are
you aware of an "uneasy feeling"? .

° 5

! L / : /
Am not aware of . Midpoint - Am very much
it at all aware of it

e

30. wWhen you are taking a course examination, to what ex-
: tent do you feel your emotional reactions interfere
with or lower your performance?

1L ] .
’ ‘Do not interfere "~ Midpoint Interfere a
with it at all ’ ' . great deal

31. 1If you know that ycu are g01ng to take a course exami~-
- nation, how “do you. feel beforehand? :

Qe

e,
w

/ - /[ : / 5
Feel very " Midpoint Feel very confident
unconfident : .

32. After you have taken a course examlnatlon, how confi-
dent do you feel that you have done your best?

) [ . . : / . "
: Feel very Midpoint Feel very confident
_ unconfident . . :

33. while taking a course exaﬁinatiod, to what extent do
. you experience an accelerated heartbeat?

a

Heartbeat does not Midpoint =  Heartbeat noticeably
accelerate at all . accelerated

34, Before taking.a course examination, to what extent do
you experience an accelerated heartbeat?

¢

. L ‘ :
Heartbeat does not Midpoint Heartbeat noticeably
accelerate at all accelerated

35. While taking-a course examination, ‘to what extent. do
‘you worry?

L
Worry a lot MldelP ' Worry not at all
THE MIDPOINT IS ONLY FOR YOUR GUIDANCE. DO NOT HESITATE TO o

PUT A MARK (X) ON ANY POINT ON THE LINE AS LONG AS THAT MARK
REFLECTS THE STRENGTH OF YOUR FEELING OR ATTITUDE. .
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36.

'37.

39.

THE MIDPOINT IS ONLY FOR YOUR GUIDANCE. DO NOT HESITATE TOO'

T 86

Before taking a course examlnation, to what extant do
you worry? ..

/ f / .

1

/
WOrry a-lot -Midpoint Worry not at all

While taklng a’ course examlnatlon, to what extent do
you persplre? LA

“

s S : . /

Never perspire Midpoint . Perspire a -lot
Before taklng a course examlnatlon, to what extent do
you perspire? . - b

R N . ) "
7 v - r - : — - s
Never perspire Midpoint , Perspire a lot

.
When, in your opinion, you feel well prepared for a
course examlnatlon, how do you usually feel just before
the examination? .

. “~
R
e

/.\'.*/. : /

Confident Midpoint Anxious-

PUT A MARK (X) ON ANY POINT ON THE LINE AS LONG AS THAT MARK
REFLECTS THE STRENGTH OF YOUR FEELING OR ATTITUDE.

"

e e —— e

6



87
APPENDIX 2

LIKERT SCALE N
(seven point)

PLEASE READ AND ANSWER CAREFULLY-

In general when I take tests I fgelé 7(check one)

8

extremely. moderately slightly neither anxious
anxious anxious anxious . nor relaxed .
slightly modéragely‘ extremely

. relaxed relaxed. ‘relaxed

PRSPl
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APPENDIX 4:

‘September”27, 1974
| |
_Dear ' e

. _As part of a research shrvey of students' attitudes
towards tests and test taking,|\you filled out a question-.
naire at sophomore registration. The score you received on

"this questionnaire appears, to indicate that when you take
tests you become excessively worried and anxious, and this
anxiety interferes with your performance. Thus, all other
things being equal, you do not/do as well on tests as you

- -might and your grades may therefore suffer.

This semester I will be conducting research designed
to help test anxious students/ overcome this problem. Based
on previous studies, the procedurées employed in this exper-
iment should be helpful in eyiminating worry and concern
about tests; raise your grade point average; and teach you.
techniques to help you redudé‘anxiety.in other situations.

If you feel that you could receive some benefit from
"this research and would like to partiaipate, please contact
Dean Simmons, Student Cengér or Miss Nancy Adams, Secretary
to the Dean of Students, or call me at the College 588-9100,
extension 116. ~ '

_ Sincerely,

~!

Roy D. Simmons, Jr.
Dean of Students . |

101 L
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'APPENDIX 5 q

v

(Response post card)

°

(Postage) -

Dr:an Roy D. Simmons, .Jr.
Massasoit Community College

290 Thatcher Street - °

" DBrockton, Massachusetts 02402

hl

I am interested in panticipatigg/in your
research project and will see ﬂigs’Nancy'Adams,

Student Center, tc make an/;pﬁointment with you.

Signed 7




~{

GLOSSARY
Aversion procedures - The pfeseﬁtatlop of noxious.or un-

pleasant stimuli in conjunction with a responsegto
‘be eliminated or 1nhib1ted. ,

yd .
Implosion therapy - Flooding a patient-with signals or
cues of feared objects or situations with the inten-
tion of extinguishing the fear response._

-y

Meritocratic - Criteria for college admissiofis should be
based on 1nte11ectua1 ability alone, or on merit.

+

Operant behavior ‘- Emltted or "voluntary" behavior as op-

posed to elicited behavior as in classical condition-
ing. -

‘0' »1:93 ’
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